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Persistence has been identified as an issue at all levels of higher education, 
and numerous strategies have been attempted to stem the flow of students who leave 
an institution before completing their programs of study. Persistence research 
abounds at the community college, four-year college and university levels, but little 
research on the subject is available at the postsecondary proprietary level. The 
purpose of this qualitative case study was to research and describe the developmental 
program recently undertaken at The Art Institute of Dallas (AID), and to compare the 
findings to the literature on community colleges. 
Objectives were to 1) examine the forces which caused AID to implement a 
developmental program; 2) examine how the program was perceived to be working; 
3) compare the description of the program at AID to descriptions of those in 
community colleges, as described in the literature; 4) examine individual 
perceptions of benefits or drawbacks to the school as a direct result of the new 
program; and 5) determine if the key informants saw the developmental program as a 
vehicle to raise persistence and enhance student success. 
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development, and progress unfolded, so also went this postsecondary proprietary 
school. °Copyright by Barbara L. Roberts
 
May 6, 1998
 
All Rights Reserved
 Developmental Education
 
as a Component of Persistence
 
in a Postsecondary Proprietary Institution 
by
 
Barbara L. Roberts
 
A THESIS
 
submitted to
 
Oregon State University
 
in partial fulfillment of 
the requirements for the 
degree of 
Doctor of Education 
Completed May 6, 1998
 
Commencement June 1998
 Doctor of Education thesis of Barbara L. Roberts presented on May 6, 1998 
APPROVED: 
Major Professor, representing Education 
Director of School of Education 
Dean of GraduaWSchool 
I understand that my thesis will become part of the permanent collection of Oregon 
State University libraries. My signature below authorizes release of my thesis to any 
reader upon request. 
Barbara L. Roberts, Author 
Redacted for Privacy
Redacted for Privacy
Redacted for Privacy
Redacted for PrivacyACKNOWLEDGMENT 
This thesis could never have been completed without the help of others. 
Many thanks are owed to the faculty of my program, especially to Dr. Charles 
Carpenter who mentored me and served as the chair of my committee until his 
retirement. I also owe a great deal of thanks to Dr. Wayne Haverson, who saw me 
through until the end, and to the other members of my committee. 
A special thank you goes to Bob Moon, my Administrative Assistant, who 
helped with transcription and everything to do with computers. I am truly grateful 
for his assistance, and for that of Barbara Frey and Susan Orr as well. TABLE OF CONTENTS 
Page 
1.  THE GENERAL PROBLEM  1
 
2.  REVIEW OF RELATED LITERATURE  14
 
3.  RESEARCH METHODOLOGY AND PROCEDURES  50
 
4.  FINDINGS  64
 
5.  SUMMARY, CONCLUSIONS, RECOMMENDATIONS  100
 
BIBLIOGRAPHY  113
 
APPENDICES  139
 LIST OF FIGURES
 
Figure  Page 
1  Informant Categories  52
 
2.  Interview Data Matrix  59
 
3.  Chenail's Qualitative Matrix  60
 LIST OF TABLES
 
Table  Page 
1.  Students Needing Remediation  89
 
2.  Students Failing Remedial Classes  90
 LIST OF APPENDICES
 
Appendix  Page 
A.  Informed Consent Document  140
 
B.  Interview Protocol  143
 
C.  Survey  153
 
D.  Persistence Memoranda  156
 DEDICATION 
This thesis is dedicated to the loving memory of my father, William Dean, 
and my mother, Edna J. Dean. Developmental Education as a Component of Persistence in a
 
Postsecondary Proprietary Institution
 
Chapter 1
 
THE GENERAL PROBLEM
 
Introduction 
Persistence, or retention, refers to the beginning of a program of study by a 
student and the subsequent completion or non-completion of it; it is observed both 
from the student's point of view, as well as from the perspective of the institution. 
Both viewpoints relate to student success, and the above definition equates success 
with tenacity and eventual completion of a program. The subject has been of interest 
to postsecondary schools for decades, and many reasons have been given as to the 
causes of students' failure to complete (Spady, 1970; Astin, 1975; Cope, 1978; Noel, 
1978; Pascarella and Terenzini, 1980; Pascarella and Chapman, 1983; Diggs, 1990; 
Tinto, 1993). 
The common belief is that college students drop out because of academic failure, 
however research by Tinto (1987) showed that less than 15 percent of students 
departed as a result of academic dismissal. Instead, students' reasons for withdrawal 
stemmed more from personal, social and financial problems. Effectively dealing 
with that 15 percent could significantly raise a school's persistence rate, and 
contribute to a student's success. 2 
Even though the reasons students leave and the strategies for keeping them may 
vary, the goal of persistence in all cases is to retain students in programs until 
completion (Tracy-Mumford et al., 1994). A student who persists and completes her 
or his educational goals is a key indicator of student satisfaction and success (Tinto, 
1993). Noel and Levitz (1995) wrote: "The success of an institution and the success 
of its students are inseparable" (p. 1). 
This study concentrated on certain interventions designed for the at-risk learners 
at The Art Institute of Dallas, a postsecondary proprietary--private, for-profit, career 
school -- in Texas (Lee and Merisotis, 1990). At-risk included those who needed 
further measures to prepare them for college-level work in order for them to persist 
and enjoy success, not only during their education phase but also in their career 
pursuits. 
Student progress was identified as one of the six mission headings in the 1994 
Report of the Community College Roundtable. Additionally, three of the Thirteen 
Core Indicators of Effectiveness were Student Goal Attainment, Term-to-Term 
Persistence, and Degree Completion Rates. The indicators underscored that retention 
was not just a one-person task, but rather that it should be the concern of all in the 
institution.  Concern about persistence and alarming attrition rates in postsecondary 
education have increased in recent years (Brawer, 1996). Statistics have actually 
remained fairly constant, with approximately 50 percent of all freshmen enrolled in 
colleges dropping out before completing their programs. If students do not complete 3 
their educational goals, then the resources committed by the institutions are losses in 
the long run, for the student as well as the institution. 
Midlands Technical College implemented a comprehensive student retention 
program in 1989, and by the end of 1991 it saw an increase of 16.9% in the retention 
of underprepared students, and an increase of 6.4% overall in the persistence of 
students from first to second year (Noel and Levitz, 1995). Their program's key 
components consisted of academic advisement, orientation, early declaration of 
major, assessment, and curriculum restructuring of the developmental studies 
program. For these efforts, Midlands received the Noel-Levitz Retention Excellence 
Award in 1992. 
Background 
Developmental education has been a recognized component of the community 
college for a very long time. Adelman (1996) reported that fifty-six percent of 
postsecondary remedial work occurs at the community college level. At that 
percentage, it compares to the transfer, vocational, and community service functions. 
Actually, developmental courses were recorded as early as 1849 at the University of 
Wisconsin (Brier, 1984), although it is Wellesley College, which is usually credited 
as the school which offered the first remedial course for college students in 1894. 
The trend has continued through the 1930s up to the present (Kulik, Kulik, and 
Shwalb, 1983; Rose, 1989; Enright and Kersteins, 1980). Due to the ever-increasing 
numbers of students who look to postsecondary education as a means of bettering 4 
themselves, the pace has actually quickened (Mansfield, Farris, and Black, 1991; 
Elifson, Pounds, and Stone, 1995). 
Developmental education programs were instituted at postsecondary institutions 
to teach effective cognitive and processing skills to underprepared students so that 
they may become more successful learners (Astin, 1993). However, Boylan, 
Bonham, and Bliss (1994) wrote that developmental education at the postsecondary 
level involves much more than just remedial courses. Developmental education 
includes a range of services directed toward the affective and cognitive growth of 
students. It consists of English, reading and math remediation classes for students 
who do not possess the requisite skills in any or all of those areas to be successful in 
higher education courses. These basic skills are also needed to successfully compete 
in today's job market. Even many entry-level jobs require skills beyond high school 
(Cappelli, 1992). 
Identification of the Problem 
Today, there are increasing numbers of students, many of whom are 
underprepared in the basic skills, entering higher education (Cohen, 1995; Hankin, 
1996; Shattuck, 1997). This is partly because more of the jobs available to those 
with a high school education have ceased to exist, and partly because of the apparent 
breakdown of basic academic education in secondary schools since the 1960s (Colby 
and Opp, 1987; Cohen and Brawer, 1989; Ignash, 1994). As employers voice 
concerns that they need workers who can not only perform the specified job skill but 5 
who can also think, read, do math, work collaboratively, and make decisions (Holzer, 
1995), proprietary institutions are being compelled to re-engineer their curricula. 
This, of course, includes providing basic courses for their students who are 
underprepared. Literacy rates of high school graduates began to decline in the 1960s 
and have therefore contributed to the rise in developmental curricula and related 
programs in postsecondary institutions (Cohen and Brawer, 1996). 
Consequently, higher education faces the reality that the American public 
education system is unable to correct societal influences, such as the breakdown of 
the family, the inordinate number of hours spent watching television, and the sway of 
undesirable peers and consistently deliver a literate and well-informed student. It is 
painful to contemplate the unrealized potential of so many citizens (Kirsch, 
Jungeblut, Jenkins, and Kolstad, 1993). 
Since both community colleges and proprietary institutions appeal to students 
from lower socioeconomic levels, they consequently serve greater numbers of 
underprepared learners than baccalaureate institutions. And when compared with 
their counterparts attending other postsecondary schools, proprietary school students 
are more apt to be women, minority group members, and poor (Apling, 1993, Cheng 
and Levin, 1995). 
In the case of community colleges, which contain a provision for developmental 
education in their mission statements, the inherent problems have been 
acknowledged, and steps have been taken to deal with them. As a rule, proprietary 
institutions, on the other hand, have typically concentrated solely on teaching 6 
specific job-related skills and have not provided for the underprepared student. 
Burley (1993) reported in his study titled "Persistence: A Meta-Analysis of the 
Effects of Developmental Studies Programs" that in the fall of 1988, only twenty-
five percent (25%) of propriety schools offered remedial instruction, compared to 
ninety-three percent (93%) of public two-year institutions and sixty-eight percent 
(68%) of public less-than-two-year institutions. 
Purpose 
As noted above, the vast majority of community colleges offer some 
developmental help to their students. Although more proprietary institutions have 
begun such programs, little is known about developmental education in proprietary 
institutions. As a matter of fact, research has paid little attention to proprietary 
schools at all until quite recently (Belitsky, 1969; Lee and Merisotis, 1990; Moore, 
1992; Clowes and Hawthorne, 1995). The purpose of this qualitative case study was 
to research and describe the developmental program recently undertaken at The Art 
Institute of Dallas and to compare the findings to the literature on community 
colleges. More specifically, the researcher examined the relationship of the 
fledgling program to the school's persistence efforts, as well as analyzed entry 
assessment and course placement practices. "Assessment" describes the processes 
used to determine a student's academic capabilities, and "placement" refers to the 
assignment of courses as a direct result of assessment. Additionally, evaluation 7 
measures used to determine the effectiveness of the developmental program were 
considered. 
Design 
To determine if developmental education was a component of proprietary 
programs nationally, the researcher conducted a pre-investigation of several 
proprietary institutions. One-hundred-thirty questionnaires were sent to 
postsecondary proprietary institutions across the United States. Thirty-three were 
returned unopened; twenty-nine surveys were completed. Results indicated that of 
the schools which responded, only eleven were engaged in, or planned to engage in, 
any developmental studies. Most of the respondents indicated that remediation was 
not emphasized due to the nature of their curricula. The researcher used these 
responses to clarify the research questions (Cashman and McCraw, 1993). 
Relevance 
Dereshiwsky and Packard (1992) surmised that good research should be both 
technically sound and practically oriented. The case study design selected and the 
dearth of developmental education research available in the area of proprietary 
institutions should answer both of those concerns. This study is relevant and has 
validity because it adds to the knowledge base of developmental education, 
and contributes to the small amount of research that has been conducted on 
proprietary institutions. It also examines effectiveness for the locally-based 
stakeholders of the single program that is being assessed (Yin, 1989). 8 
Objectives 
There were five objectives for this study. The first was to examine the forces 
which led to the planning and incorporation of a developmental education program at 
a postsecondary proprietary institution in Texas. 
The second objective was to examine, through a descriptive case study, how the 
developmental education program came to be and how it is perceived to be working 
at the institute. 
The third objective was to compare the description of developmental education at 
this proprietary school to descriptions of those in community colleges, as found in 
the literature. 
The fourth objective was to examine the individual perceptions of benefits or 
drawbacks to the school from its commitment to developmental education. 
The fifth objective was to determine if the key informants saw the developmental 
program as a vehicle to raise persistence, and thereby enhance student success, or if 
there was other evidence. 
Significance of the Study 
Persistence is an issue at all levels of higher education (Brawer, 1996; Tinto, 
1987; Rabianski-Carriuolo, 1983; Porter, 1990; Kluepfel, Parelius and Roberts, 1994, 
Moore, 1995), and increased attention is being placed on the outcomes of the 
educational process (Bok, 1986). In particular, a key question such as "How many 
students persist to reach their educational intentions and/or complete their 9 
programs?" is one which can be heard reverberating throughout institutions of 
higher learning. The pressure for accountability in improving retention spotlights 
developmental education. Boylan (1985) reminded us that the improvement of 
retention is one of the best and most cost-effective ways to sustain enrollments 
during periods of decline in admissions. Beal and Noel (1980) identified 
developmental education as the essential component upon which colleges should 
focus their retention efforts. 
Roueche and Roueche (1994) noted that developmental education has been 
identified as a vehicle to elevate persistence rates. Research shows that there are 
many factors contributing to persistence and that intervention strategies should focus 
on variables that are the strongest predictors of predispositions to leave (Cabrera, 
Nora and Castaneda, 1993). In a study by Morante (1985), results indicated that 
students needing and completing remediation persisted and performed better than 
those who needed remediation and did not complete it. This was corroborated by a 
study conducted at Broward community College in Florida. Results there showed 
that persistence rates were much lower for students who did not take the required 
preparatory classes (Gabe, 1989). 
With an emphasis on retention, or persistence, institutions must accept 
responsibility for students at risk or demonstrate irresponsibility for admitting them. 
Levitz and Noel (1986) proposed enrollment management as an institutional 
responsibility to produce satisfied students and alumni, to value caring teachers and 
staff, and to insist upon concerned, aware administrators. Findlen (1994) stated that 10 
complex social organizations that do not evolve, adapting to changing circumstances, 
eventually die. In this situation, educational institutions cannot cling to old 
paradigms or they may have difficulty in surviving. At-risk students have the 
potential for success: if they are directed into courses in which they can succeed, if 
their progress is monitored, and if intervention strategies are employed (Gordon, 
1975). Kraska, Nadelman, Maner and McCormick (1990) asserted that 
developmental studies may be necessary to ensure higher retention and graduation 
rates and to increase students' motivation and expectations for success. 
Assumptions 
Based on the available data, assumptions held about developmental education 
included the following: 
1.	  Successful completion of high school is no longer a guarantee of
 
proficiency.
 
2.	  Some students seek higher education who are not academically prepared 
to handle it. 
3.	  Postsecondary institutions have responsibility for preparing students to be 
able to meet the economic challenges for educated and skilled workers. 
4.	  No matter the postsecondary institution or the program of study, a
 
developmental education provision will be necessary.
 
5.	  Developmental education should be an integral part of the curriculum. 11 
6.	  Persistence is an accepted measure of student success. 
7.	  Developmental education is thought to be an important means for
 
institutions to elevate their persistence rates.
 
Theoretical Framework 
Research has consistently shown that most college students, especially those at 
risk, lack the abilities to plan, monitor, and evaluate their own learning (Bauer and 
Hammonds, 1988). To be effective independent learners, college students need to 
know which strategies to use in order to control and regulate the ones they employ. 
It is a critical aspect of metacognition that involves the learner in setting up a plan of 
action, watching to see if it is working, and measuring its effectiveness (Levitz, 
1991). 
In order for students to realize their academic goals, they must also have success 
in their coursework. "Enrollment in a college developmental studies program 
provides a positive impact on achievement, attitude, and persistence in 
underprepared students in various institutions across the United States" (Burley, 
1993, p. 1). In a study by England (1994), conducted at McLennan Community 
College, it was determined that students who successfully completed courses and 
course sequences in developmental reading and writing had a high rate of success on 
the Texas Academic Skills Program (TASP). The purpose of this statewide program 12 
is to ensure that all students attending colleges and universities have the basic 
reading, mathematics, and writing skills necessary to perform effectively at the 
college level. 
Definition of Terms 
1.	  persistence is perseverance; ability to finish what is started. 
2.	  retention is keeping or holding (as in number of enrolled students) until 
completion. 
3.	  developmental education is a comprehensive program designed to help 
underprepared students gain needed skills for success in college-level courses. 
4.	  literacy is the ability of individuals to read and write. 
5.	  remedial describes coursework designed to raise the general competence of 
students in reading, writing and math. 
6. proprietary institutions are postsecondary, for-profit, schools with a mission to 
prepare individuals for entry-level careers. 
7.	  qualitative describes research which is thick with description and which uses 
words instead of numbers to determine results of studies. 
8.	  case study is an intensive analysis of an individual unit (like a school or 
program) which stresses the developmental factors in relation to the 
environment. 
9.	  assessment refers to an appraisal; relates to determination if a certain 
procedure "worked." 13 
10. placement is the assignment of a person to a suitable place (as in a class in 
school), usually determined by an assessment of some sort. 
11. at-risk/underprepared refers to beginning college students who are inadequately 
prepared to handle the rigor of college classes, and are therefore at risk of failing 
or dropping out. 
Delimitations and Limitations of the Study 
The study was not designed for generalization to other institutions. Instead, it 
was an in-depth case study, a snapshot of one institution. However, findings may be 
applicable in other settings. 14 
Chapter 2 
REVIEW OF RELATED LITERATURE 
Introduction 
Postsecondary institutions generally view their rates of persistence as 
indicators of their effectiveness. Although many factors contribute to persistence, 
Roueche and Roueche (1994) identify developmental education as the primary 
vehicle for elevating persistence rates. This chapter will review the literature with a 
focus on the history and nature of developmental education, and also on persistence 
as a measure of success. It will highlight what we know of developmental education 
as practiced in the community college, as well as the state of the art of developmental 
education in proprietary institutions. The focus will also be on literacy in the United 
States and on successful developmental faculty characteristics. The basis for the 
method employed for this study will also be explained. 
Remediation and Developmental Education 
It is important at this point to explain that for the most part the terms 
remediation and developmental education are synonymous and used interchangeably 
(Cohen and Brawer, 1996) for courses designed to teach the basics of reading, 
writing and math. These basic courses are not college level and generally are not 
accepted for credit toward an academic degree. In practice, developmental education 
is more than just a euphemism for remedial classes (Boylan, 1995). It involves..."a 
combination of theoretical approaches drawn from cognitive and developmental 
psychology" (Boylan, 1995, p. 1; Chickering, 1969; Erikson, 1968; Kohlberg, 1975; 15 
Perry, 1970). Other services are also necessary elements available for students in 
order for them to gain maximum benefits. These include tutoring, advising and 
counseling. Thus, developmental education is a system organized to deliver 
instruction, academic support, and personal development to those needing it (Rubin, 
1991). 
Developmental studies programs can play an important role in enhancing the 
skills of students with limited background in some of the basic skills areas (Bemis, 
1991; Roueche and Roueche, 1993). "Generally speaking, if students complete their 
remedial coursework successfully, they go on to succeed in the regular college 
program" (Cohen and Brawer, 1996, p.260). In a longitudinal study conducted by 
Campbell and Blakey (1996), findings indicated that early remediation impacted 
persistence of the underprepared community college student. 
History of Developmental Education 
Several forces have led us to developmental education as we know it today. 
Throughout the history of higher education, there has been some form of remedial or 
preparatory program for underprepared students (Brier, 1984). "In response to the 
needs of the underprepared student, programs classified as college preparatory since 
the mid-1800s have served many of the same goals as those programs that have more 
recently been labeled academic development, learning assistance, or developmental 
studies" (Tomlinson, 1989, p.1). 16 
The first documented remedial course is thought to have been offered at 
Wellesley College in 1894 (Cross, 1976). However, Spann and McCrimmon (1993) 
reported that helping underprepared students has been a feature of American higher 
education since Harvard opened its doors in 1636.  In fact, in 1907, more than half 
of the students entering Harvard, Yale, Columbia, and Princeton did not meet formal 
entrance requirements (Enright and Kerstiens, 1980). 
In the 1930s and 1940s, colleges most often attempted to help high-risk 
students through reading and learning skills courses. Entrance test scores, poor high 
school records, or getting off to a poor start in the first terms at college were 
indicators that students needed help, and they were either required to take the largely 
noncredit courses or strongly recommended to do so (Kulik, Kulik, and Shwalb, 
1983). 
In 1947, The Truman Commission on Higher Education declared that 
postsecondary education should be provided to all citizens regardless ofrace, sex, 
religion, color, geographical location or financial condition. This constituted a 
national commitment to universal higher education through the fourteenth grade. 
Cohen and Brawer (1989) chronicled that higher education became available to all 
corners, attracting the new students consisting of minorities, women, dropouts, and 
those who earlier would never have considered further education. Alarmed at the 
numbers of students who lacked basic skills, Schenz (1964) at that time questioned 
what the schools were doing for low-ability students. It appears nearly impossible to 
put the finger on which social or educational condition was primarily responsible for 17 
the decline which apparently surfaced in the mid-1960s, accelerating throughout the 
1970s. Cohen and Brawer's (1996) response was: 
Suffice it to say that numerous events came together: the coming of age 
of the first generation reared on television, a breakdown in respect for 
authority and the professions, a pervasive attitude that the written word 
is not as important as it once was, the imposition of various other-than­
academic expectations upon the public schools, the increasing numbers 
of students whose native language is other than English, and a decline in 
academic requirements and expectations at all levels of schooling (p. 251). 
Another factor, the open-door policy as practiced by community colleges, also 
contributed to the need to provide for underprepared learners (Cross, 1971). Any 
student age eighteen or over, with or without a high school diploma, who could profit 
by what the community college could offer was admitted. Moreover, community 
colleges had to seek to offer curricula by which people could profit. (Bogue, 1950). 
As the United States population moved from rural concentrations to urban areas, 
finding in the process that jobs were not plentiful, it became the mission of the 
community college to admit any and all requesting it (Roueche, 1968). 
In efforts to forestall the revolving door, more emphasis was placed on the 
teaching of basic skills.  In 1989, Cohen and Brawer reported that this function has 
always been a part of the community college curriculum, but since the mid-1950s 
concern has been steadily growing over the large numbers of low achievers in 
community colleges (Schenz, 1964). Parnell (1990) predicted that unless the at-risk 
population receives the help it needs to become a contributing force, our country will 
be in danger by the year 2000. 18 
Coupled with the expanded percentage of people entering college was the 
apparent breakdown of basic academic education in secondary schools in the 1960s 
(Cohen and Brawer, 1989). Literacy rates of high school graduates began to decline 
in the 1960s and have not stopped doing so (Colby and Opp, 1987; Cohen and 
Brawer, 1996). 
In the early to mid-1960s, a substantial pool of potential college applicants 
was available as a result of the post-World War II "baby boom." At that time, it was 
easy to screen out ill-prepared students and still maintain enrollment levels. In 1965, 
financial aid availability for minority and disadvantaged students contributed to the 
national trend of expanding higher education opportunities (Levin and Levin, 1991). 
During this period, developmental and learning assistance programs were almost 
non-existent on college campuses (Boylan, 1985). 
In 1970, a special report of the Carnegie Commission on Higher Education 
reinforced the commitment evidenced in the 1960s that postsecondary educational 
opportunities should be extended to all (Roueche and Kirk, 1974). As the enrollment 
momentum increased, an unexpected result was that at least half of the new students 
could be identified as at-risk (Cohen and Brawer, 1989). "Of all postsecondary 
educational structures in America, the public community colleges have borne the 
brunt of the poor preparation of students in the twentieth century" (Cohen and 
Brawer, 1996, p. 256). 
Boylan (1985) reported that by the early 1970s the pool of traditional college-
age students had begun to decline. Cohen and Brawer (1996) listed a number of 19 
conditions which may have been primarily responsible for the decline in students' 
abilities, including the influence of television on that first generation, a "breakdown 
in respect for authority and the professions, a pervasive attitude that the written word 
is not as important as it once was, the imposition of various other-than-academic 
expectations upon the public schools, the increasing numbers of students whose 
native language is other than English..." (p. 256). 
To combat the situation colleges and universities found themselves faced 
with, admissions standards were relaxed. For a time, the philosophy was that any 
student had the right to fail, but as higher numbers of underprepared students were 
admitted, it became apparent that institutional retention rates would suffer if 
something was not done. The attitudes shifted in the late 1970s to keep students 
enrolled rather than let them drop out due to academic failure (Cohen and Brawer, 
1996). 
Consequently, developmental education grew. In order to give students some 
chance of success in college, many institutions of higher education established 
developmental and learning assistance programs. "...the decline in achievement 
exhibited by secondary school graduates--and dropouts--in the 1970s hit the colleges 
with full force. The problem of the marginal student became central to instructional 
planning" (Cohen and Brawer, 1996, p. 257). Roueche and Snow (1977) reported 
that the percentage of two-year institutions offering some form of developmental 
education increased from 50 percent in 1970 to 93 percent in 1977. As access to 
higher education opened up via community colleges, the need for basic education 20 
was demonstrated. However, early attempts to respond to the at-risk students were 
only slightly successful since few students in those early developmental programs 
ever moved beyond them. The failure rate was sometimes as high as 90 percent 
(Roueche, 1968). 
Institutions across the nation then began to analyze their developmental 
programs. They discovered that traditional approaches were not doing an effective 
job of educating the low-achieving student (Roueche, 1968). In many cases, 
developmental programs were not planned in advance. Instead, programs were 
hurriedly put together from a hodgepodge of classes to meet the demand. Many 
teachers were drafted to teach in the programs without benefit of training. The 
results were that courses and programs had to be redesigned so that there was a clear 
sequence of courses (Kingan and Alfred, 1993), and placement testing was instituted. 
By the 1980s some states even mandated placement testing (Cohen and Brawer, 
1996). However, Gabe (1989) believed flexible placement in some cases, as opposed 
to mandatory placement, might not be detrimental. 
The rapid proliferation of developmental programs in the 1980s can be traced 
back to the mid-1960s and early 1970s when many students from economic and 
ethnic groups traditionally under-represented in higher education began to enroll in 
ever-increasing numbers (Rounds and Andersen, 1985). Research has shown that 
approximately one-third of all entering college freshmen at both two-year and four-
year colleges in the 1980s needed remediation in reading, writing, and mathematics 
(Plisko and Stern, 1985). In practice, over 60 percent of the four-year and 80% of 21 
the two-year institutions in the United States offered some form of remedial courses 
(Lederman, Ribaudo, and Ryzewic, 1985). Tomlinson (1989) declared that about 90 
percent of all higher education institutions provide some developmental service. 
Many studies conducted during the 1980s looked at the outcomes of different 
instructional methods, tracking their effects on student learning. Cohen and Brawer 
(1989) saw the birth of a new discipline of organized knowledge that was based on 
instructional treatments and effects. "Placement testing and integrated 
developmental education services have dominated recent efforts in remedial studies" 
(Cohen and Brawer, 1996, p. 259). 
As the year 2000 approaches, the urge to believe that it is all past us and that 
we have learned from our history, that the secondary schools have retrieved their 
sliding standards, and that students are graduating from high schools with the needed 
basic skills is strong. However, a review of the literature clearly indicates that there 
is yet a long way to go. Roueche and Roueche (1993) reminded us that "More than 
one-third to one-half of all newly enrolling students entering colleges and 
universities each year fit the standard definition of the at-risk student" (p.20). King 
(1993) did not place a percentage on the number but described that group as being 
underprepared and needing help in reading, writing and math before being able to 
successfully tackle college-level courses. Lewis and Farris, in The National Center 
for Education Statistics report (1996), analyzed remedial education at Higher 
Education Institutions in Fall 1995. They reported that 63 percent of all private two-
year institutions offered some form of remediation, if not in all areas of reading, 22 
math and English, at least in one area. The pace, then, is at least static, if not still 
escalating. 
The monograph, "High Risk Students in Higher Education: Future Trends" 
(Jones and Watson, 1990), underscored for us the fact that the concerns are as strong 
as ever. At the root of these concerns is the worry that American society will suffer. 
Jonathan D. Fife, Professor of Higher Education and Director of ERIC Clearinghouse 
on Higher Education, wrote in the Foreword of the monograph that high- risk 
students have a potential for achieving a higher education degree but do not have a 
higher-than -average probability of reaching their potential. Jones and Watson 
(1990), while agreeing that higher education must provide programs, along with a 
financial and moral commitment, postulated that "high-risk students themselves must 
be challenged to develop the academic and nonacademic skills and competencies 
associated with collegiate 'success' (p.67). 
Also, a 1992 study, "Prepared for Disappointment," published by the City of 
New York, found that three-quarters of the students entering the community colleges 
from the public high schools failed assessment tests, demonstrating an inability to be 
successful in college without remediation. In 1993-1994, City University ofNew 
York (CUNY) spent $5.4 million on non-teaching freshman year programs such as 
counseling and tutoring in an attempt to reduce the one-third attrition rate of first-
year remedial students (Mann, 1995). Manno drove home the point with statistics 
showing that postsecondary schools were now devoting more of their resources to 
basic education. 23 
School to Work 
Mickler and Chapel (1989) concurred that students should be prepared for 
collegiate-level work in the secondary schools, yet they questioned, philosophically, 
if students should be penalized for a lifetime because they did not acquire the basic 
skills at that particular time. Baker and Reed (1994) saw society being torn apart 
with health, crime, and drug problems along with urban decay and social unrest. 
Their solution was to gather and focus the resources of America's educational 
systems on creating a world-class work force. Today, it is generally thought that the 
most important variable for American economic competitiveness is the skills of our 
workforce (Gray and Herr, 1995). However, in an article lambasting college teachers 
and educational standards, Leo (1997) reported the results of a study by Scheetz, a 
Michigan State University professor. Scheetz found that employers are disappointed 
even by college graduates who come to them with low writing, speaking, and 
reasoning skills and who lack abilities relating to others in a satisfactory manner to 
hold down a job. 
Kube (1997) reported in a recent article that only one-fifth of the jobs to be 
created by 2005 will require baccalaureate degrees, which served to deliver the 
message of the significance of community colleges and proprietary institutions to the 
future of this nation. Going directly from high school to work is no longer a priority. 
According to Gray and Herr (1995), students want to go to college. 24 
Contemporary employers demand entry-level employees possess adequate 
communication and numeracy skills, and desire ability to work in teams, to think 
critically and creatively, and to be open to change. In Holzer's study (1995), his 
survey showed that very few new jobs would be available to workers without 
credentials such as diplomas or experience. He also determined that those who 
lacked the job skills for daily task performance would have a difficult time finding a 
job.  It is known that developmental education, particularly with emphasis in the 
communication and numeracy areas, has helped prepare students for higher-level 
operations at the community college level, and subsequently for careers (Kulik, 
Kulik, and Shwalb, 1983; Colby and Opp, 1987; Cohen and Brawer, 1989; Ignash, 
1994). 
United States Literacy 
"In recent years, literacy has been viewed as one of the fundamental tools 
necessary for successful economic performance in industrialized societies" (National 
Center for Education Statistics, 1997, p. 92). The definition of literacy has broadened 
beyond the reading ability threshold to include understanding and using printed 
information in daily activities. Studying the connection between the economy and 
the educational and occupational skills of adults has therefore escalated due to the 
changes in both economic conditions and the makeup of the U.S. labor force. 
Manufacturing has declined and it has taken with it the demand for low-skill, high-
wage jobs. What remains is a large portion of our population which lacks adequate 25 
literacy skills (Kirsh, Jungeblut, Jenkins, and Kolstad, 1993). "Although Americans 
today are, on the whole, better educated and more literate than any who preceded 
them, many employers say they are unable to find enough workers with the reading, 
writing, mathematical, and other competencies required in the workplace" (Kirsh, et 
al, 1993, p. x). 
In an effort to raise the literacy levels of its workers, larger companies have 
provided basic skills training. However, employers have tended to invest most 
heavily in training their better educated and trained employees, concentrating on 
craft, sales, managerial, and professional/technical skills (Berryman, 1994). 
Berryman further determined that employer-sponsored training does not reduce the 
differences in educational attainment among new employees, but reinforces it.  In her 
analysis of a literature review, Berryman (1994) concluded that the basic literacy 
skills of adults do affect the wealth of individuals and nations. 
In a report issued by the National Center for Education Statistics (1996), the 
1992 data confirmed that both level of education attained and literacy level are 
positively associated with employment. Higher annual wages are earned and lower 
unemployment rates are felt the higher the levels attained. "The data linking literacy 
with income...are painfully clear. Weekly earnings of those on the lowest steps of 
the literacy ladder are barely over half of those at the middle level and only one-third 
of those with the highest literacy skills. Unemployment rates at the lowest levels are 
double those in the middle levels" (Wolf, 1998, p. 13). 26 
From all accounts, living in this nation where both the volume and variety of 
written information increases at an enormous pace, the expectation is that its citizens 
will be able to read, understand, and use these materials. It is apparent that if large 
numbers of citizens continue to have limited literacy skills, our nation will have 
fewer resources to meet its goals and objectives (Kirsch, et al, 1993). Adult basic 
and literacy education has been linked to welfare reform since 1988 with the passage 
of the Family Support Act. In a study reported by Imel (1995), various researchers 
found from their analysis that traditional methods of literacy training and approaches 
to employment have not been found to be effective with welfare recipients (p. 39). 
Community Colleges and Proprietary Institutions 
Community colleges are an important comparison group with proprietary 
institutions, even though they emerged to satisfy distinctly separate needs (Hittman, 
1995). Kube (1997) identified both as deeply involved in career training. Because 
community colleges have developed into major providers of postsecondary 
occupational training, that makes them a useful benchmark for discussing proprietary 
schools (Gleazer, 1984; Pautler, et al, 1988, Wilkinson, 1992; Apling, 1993). Both 
serve greater numbers of underprepared learners than baccalaureate institutions do, 
and programs at each institution are generally two years or less in length. In a study 
by Cheng and Levin (1995), it was noted that community college and proprietary 
school students currently differ less than they did in the past. 27 
The community college as a medium of higher education has exploded across 
this country in the last thirty years. Its availability and lower tuition costs have made 
it possible for many to gain much. Conversely, even though proprietary institutions 
are a significant sector of American postsecondary education (making up more than 
one-half of all postsecondary institutions and providing a substantial proportion of 
postsecondary occupational training) their individual enrollments have been 
relatively small in comparison to community colleges (Apling, 1993; Blanchette, 
1996). 
Proprietary schools are not well known or understood primarily because they 
have developed outside of the traditional education ranks (Honick, 1995). They are 
not a recent additon to education, but historically extend back to the 1700s (Lee and 
Merisotis, 1990). The teaching of business skills comprised the bulk of early 
proprietary institutions. "It was not until after World War II, when the needs of 
increasing technology and a complex workplace began to outstrip the traditional 
apprenticeship program's ability to supply the needs of industry, that proprietary 
schools began to expand in the trade and technical fields" (Lee and Meriosotis, 
1990, p. 1). Belitsky (1969) wrote about the private vocational schools and how they 
have been generally ignored: 
...except by students attending the schools and by employers 
who have hired their graduates. This non-recognition has somewhat 
limited the growth of the profit-seeking schools; and it could only be 
highly speculative to estimate the extent to which this has stimulated 
the schools' administrators to develop distinctive courses and student 
bodies (p. 5). 28 
Hittman (1995) reported that it was actually common to find proprietary 
resident schools in the middle of the 18th century, and Honick (1992) provided an 
historical overview of the proprietary school sector, arguing that proprietary schools 
filled a vacuum in the training sector. However, his account was largely negative 
and referred mainly to repeated scandal and reform. It covered a period from the late 
19th century up to the early 1970s. Lerner (1987) reported that proprietary schools 
were formally recognized as part of the postsecondary system with the adoption of 
the 1972 Education Amendments. Lee and Meriosotis (1990) related that the 
curricula in private career schools are more structured and oriented toward job skills 
than usually found in traditional colleges. On the other hand, Hittman (1995) was 
able to describe ways in which proprietary schools have become more like 
community colleges in their focus on institutional mission, funding, and governance. 
In a comparison of enrollment patterns in postsecondary schools, Tuma 
(1994) found that approximately one-third of all postsecondary students are enrolled 
in vocational programs. Enrollment in public community college vocational 
programs declined during the 1986-1989 period, but the one-third figure held due to 
increases at proprietary schools and at four-year schools. The curricula in private 
career schools are structured and oriented toward job skills (Lee and Merisotis, 
1990). Lee (1996) noted that the function of the proprietary school has shifted from 
an exclusive emphasis on preparing students for work toward an added emphasis on 
general competencies. 29 
With the passage of legislation approving proprietary institutions to grant 
associate degrees in 1971, and the amendments to the Higher Education Act of 1972, 
they have become even more of a force in postsecondary education. The 1970s and 
1980s saw a surge in popularity of proprietary schools (Hittman, 1995). Today, 
students attend a proprietary school for a number of reasons, not the least of which is 
that they may have been unsuccessful in their attempts to succeed in traditional 
postsecondary school settings. 
To recap, postsecondary institutions in the United States, particularly 
community colleges, have offered remedial or developmental classes to their 
underprepared students for a number of years (Kraetsch, 1980). Therefore, 
developmental education has been a recognized component of the community 
college curriculum. It compares to the transfer, vocational and community service 
functions. That has not been the case in proprietary schools, which typically 
concentrate on teaching a specific job-related skill. In the state of Florida, 
recommendations were recently made to the Postsecondary Education Planning 
Commission (1996) that proprietary schools should administer a basic skills test to 
students prior to the beginning of coursework, and that they should refer those 
needing assistance to other programs if the schools do not have developmental 
resources. 30 
The Many Faces of Developmental Education 
Developmental education programs generally address the needs of those 
whose skills are below the institutional average, and they allow those institutions to 
raise and maintain their standards without denying access to certain populations. 
These programs vary from institution to institution and may consist ofno specific 
classes, relying on other forms of intervention instead. Included in that description 
are one-to-one counseling and group orientations, as well as the learning center 
(Prager, 1991). Learning centers exist to assist students in becoming more efficient 
and effective learners, utilizing resources which include computers and educational 
software. However, the most typical programs offer remediation/development in 
courses, in labs, or in some combination of both. In such programs, students usually 
take standardized placement tests which determine if any deficiencies exist in the 
reading, writing or math areas, and if so which developmental course(s) should be 
taken. Students are then at least strongly advised to take the course(s) before 
enrolling in transfer-level classes. The current philosophy holds that rather than 
recommending, students should be mandatorily placed in the classes (Morante, 
1985). This may cause students who are severely underprepared to spend their first 
quarter in nothing but remediation classes, and they may be required to take further 
developmental courses as well. 
At Rutgers, the state university of New Jersey, students are admitted with 
varying levels of preparedness for academic courses. About 20 to 30 percent of 
those admitted require remediation (Feingold, 1994). Instead of following the 31 
traditional comprehensive model of a developmental program, separate from 
academic departments, they created an approach which actually involves academic 
departments. Gebelt, Parilis, Kramer, and Wilson (1996) explained the Gateway 
Psychology program used at Rutgers University. This program allows underprepared 
learners to take college content courses. The approach is "organized in a cohesive 
manner around psychological principles that are known to promote effective learning 
and development" (p. 3). It involves frequent assessment and feedback. The study 
looked at all students enrolled in the Gateway Psychology course from 1991 to 1994, 
and compared their retention rates with non-Gateway students. Results indicated that 
Gateway students were staying in school at a rate comparable to their better prepared 
peers. "Rutgers' first-to-second-year retention rate is close to 90 percent for all 
students" (Kluepfel, Parelius, and Roberts, 1994, p.16). 
Cohen and Brawer (1996) believed it likely for most students to succeed in 
collegiate and occupational programs if required to supplement their coursework 
with tutorials, learning labs, peer-group assistance, special counseling, and/or any 
number of other aids. Walsh (1990) found that developmental students who 
simultaneously took nondevelopmental courses were less likely to earn an A or B, 
and far more likely to receive grades of D, F, or W than the general population. The 
implication was that institutions should examine courses offered and identify which 
ones developmental students could be successful in, those that do not already require 
strong reading, writing, and/or math skills. 32 
In some cases, students went through the above, but rather than taking 
required developmental classes, they were assigned to an individualized lab, where 
they worked at their own pace and on their own individual weaknesses. Their 
interactions were with the written page, the lab teacher, and sometimes with the 
computer program. In other cases, supplemental instruction (SI) was provided 
(Martin, Blanc, and Arendale, 1996). "It is noteworthy that many underprepared 
students who might avoid seeking assistance will participate in SI because they 
perceive no remedial aspect and no stigma attaches to participation" (p. 124). 
Supplemental instruction is a form of academic assistance which targets difficult 
courses and provides the students with effective learning and study strategies 
(Ramirez, 1997). It is seen as a very effective persistence strategy, and as alternative 
ways providing developmental education (Burmeister, 1996). 
In still other cases, students were enrolled in the transfer courses but worked 
with tutors to remedy their deficiencies, and met regularly with mentors. Rabianski-
Carriuolo (1983) studied a mentor intervention program and found that with the use 
of a mentor, ten percent more students in the experimental group persisted than in the 
control group. She concluded that the use of a mentor program seemed to be 
successful in aiding developmental students. They may also have regular 
appointments with the counselor. The philosophy was that student interest would be 
held if they were allowed to take coursework that applied to their goals. 
Some colleges began to emphasize affective development along with the 
cognitive in the 1950s and 1960s. Numerous studies have shown that students 33 
persist in college if attention is paid to their affect as well. It may be even more 
important than cognition (Astin, 1993). Biermann and Sarinsky (1993) determined 
that a hands-on approach in a developmental biology course helped students perform 
better in subsequent biology courses because they learned skills that fostered 
intellectual and practical growth, which lead to success. 
MacDonald (1987) studied alternatives. He admitted that while there was 
little disagreement that increasing numbers of students enter college unprepared, 
battle lines have been drawn between two opposing camps as regards what to do 
about it. One camp favors pre-enrollment identification and intervention mandatory 
testing and placement. The other camp favors a more "open-door" policy which 
allows students to enroll in courses without prior testing. Support services, such as 
tutoring, counseling, etc., are then intended to help students succeed in classes in 
which they have already enrolled. Maintaining college-level standards while keeping 
the open door open is a system-wide concern. How to achieve this goal has not been 
resolved, although a combination of coursework and academic support services has 
been put forth as a solution (Boylan, 1995). 
Several authorities have argued that remediation does not have to be 
packaged into remedial skills courses. Remedial-level students who enroll in regular 
college-level courses can be successful if given well-planned supportive materials 
and services  (Friedlander, 1984). Rabianski-Carriuolo (1983) studied a program in 
which developmental students used mentors and attended seminars related to study 
skills, learning styles, and goal setting, etc. The students learned about 34 
developmental learning, along with studying right- and left-brain dominance.  They 
were also invited to attend academically related campus functions with their mentors. 
Boylan (1983) found a direct correlation between the range of services 
provided by programs and the degree of success experienced by students in those 
programs. Apparently, the more comprehensive a program was, the more likely 
students were to be successful following participation. Jones and Watson (1990) 
corroborated, adding that students must be challenged to develop academic and 
nonacademic skills and competencies associated with success in college. Academic 
support services should be offered that include developing and building skills. 
Along those lines, Bauer and Hammonds (1988) described an approach for dealing 
with underprepared students which included new student orientation, remedial 
instruction, and implementation of a learning center. A study conducted at Brigham 
Young University by Call, Hendricks, and Jones (1990) found that students needed 
to be helped with deficits in academic preparation, as well as with how they viewed 
the academic world and how they fit within it. 
In a study conducted by Purvis and Watkins (1987), it was determined that 
students who took developmental studies courses, receiving academic reinforcement 
in areas in which they were weak, performed better and stayed in school longer than 
did other students who did no additional preparatory work.  Results suggested that 
students who had initial success in performance in school would be encouraged to 
remain in school. The implications were that students should be placed in 
developmental studies courses when entrance profiles indicate they have weaknesses 35 
in basic verbal and mathematical skills which might impair their performance in 
college-level courses. Other studies have shown that special programs devised for 
high-risk college students have had basically positive effects (Kulik, Kulik, and 
Shwalb, 1983). Bartlett (1983) studied two different instructional approaches and 
their impacts on reading and thinking. She determined that guiding students to find 
relationships between what they already knew and what they were reading was more 
successful than generating comprehension through unfixed sequences of 
components. 
Through trial and error, the evolution of developmental education programs 
is currently at a point where exemplary programs are based upon entrance testing, 
and a required course of action is detailed for the student (Brattin, 1995).  Students 
must acquire the abilities, much like pre-requisites, before being allowedto proceed. 
Morante (1983) saw the realization slowly dawning that developmental education 
programs would be most successful if they revolved around these major components: 
mandatory testing, mandatory placement, well-thought-out basic skills courses, 
support services, and evaluation. Nationally, state legislators have begun to speak 
out about the low levels of student academic performance and to pressure 
postsecondary schools to require remedial instruction (Roueche and Roueche,  1993). 
Persistence 
Relatively few studies on persistence, or retention, have focused on the two-
year commuter student. Tinto (1993) reported that 1.5 million of the approximately 36 
2.4 million students entering higher education initially would leave their first 
institution before receiving a degree. A. Seidman (1991) found that there was a 59­
percent attrition rate for public two-year institutions. Cabrera, Nora and Castaneda 
(1993) found that there were many factors contributing to persistence, and that 
intervention strategies should focus on variables that are the strongest predictors of 
predispositions to leave. "In 1983, Pascarella and Chapman compared the 
withdrawal rates of two-year and four-year institutions; they concluded that in a two-
year commuter sample, academic integration was of greater importance than social 
integration" (Severson, 1994, p. 24-25). A study conducted at Atlantic Community 
College in New Jersey (Wall, et al, 1996) found that academic success was strongly 
determined by semester grade point average, and that students who tested and 
completed needed developmental courses during their first semester persisted at the 
same or higher rate as students who tested and did not need remediation. 
Theories of college persistence abound, and inherent in most is the 
recognition that developmental education is a must. However, new models have 
been developed, most notably Tinto's Student Integration Model and Bean's Model 
of Student Departure (Halpin, 1990). Pascarella and Terenzini (1980) concluded 
from their study based on Tinto that both academic and social integration affect 
student persistence. Bean's theory stressed the importance of behavioral intentions as 
predictors of persistence; beliefs shape attitudes which in turn shape behavioral 
intents. The theory also allowed for factors external to the institution to play a major 
role in affecting both attitudes and decisions. 37 
Orientation programs are a common intervention strategy, which have been 
found to provide students with information essential to their academic socialization. 
In a study of four North Carolina community colleges, Glass and Garrett (1995) 
found that completion of an orientation program during the first term of enrollment 
positively affected persistence and promoted and improved student performance 
regardless of age, gender, race, major, entrance exam scores, or employment status. 
Nelson (1993) reported that at Valencia Community College in Florida, development 
of an extensive orientation program contributed to the success of its students. After 
four terms, of the students who enrolled in the extended orientation course, 65 
percent of the students were still enrolled in school. 
From studies investigating retention and attrition of students in community 
colleges, Moore (1995) and Windham (1995) found that full-time attendance is the 
most prevalent characteristic of students who persist.  Ottinger (1991) reported that 
of those who begin college, influences to persist are mitigated by following the 
traditional pattern, intellectual ability, and socioeconomic status. Mills (1995) 
studied a large system of regionally accredited proprietary schools. He found that 
academic performance, as measured by first term grades, was the single-most 
important factor in predicting graduation, but that other factors such as fit, 
preparedness and good teaching also played a role. 
The school that accepts a student for admission is morally obligated to 
develop instructional methods that will offer the student those skills he or she will 
need to be successful academically (Diggs, 1979; Mickler and Chapel, 1989). 38 
Research has shown that, developmental education notwithstanding, the most critical 
factor in student retention is a caring attitude by faculty and staff (Gabriel, 1987). 
Involvement in the orientation and advising process is one forum for fostering in 
faculty and staff a belief in the importance of making lasting contacts outside the 
classroom and demonstrating a caring attitude, which translates into a positive effect 
on student persistence. Anything academic advisors, other faculty, and staff can do 
to limit stress on students enhances the cognitive function, and thereby contributes to 
persistence (King, 1996). One such example would be a mentoring approach which 
was used as an alternative to retain African-American students (Irving, Newsome, 
and Pulliam, 1990). 
In her study, Fralick (1993) looked at reasons why students do not persist. 
She determined that there are both positive and negative reasons for attrition, and 
that high school and college grades are important determinants in each case. Fralick 
found that most of the negative attrition occurred in students who had an overall 
college grade point average (GPA) of 1.0 or below. Feldman (1993) studied pre-
enrollment variables to predict retention in community college students and also 
concluded that high school grade point average was a predictor of retention, along 
with ethnicity, age, and part- or full-time status in college. Mohammadi (1996) 
looked at retention in the community college, focusing on the same variables as 
Feldman(1993) but with the addition of gender as a variable. Again, GPA  was 
determined to be a significant predictor of retention. He also found that persistence 39 
was greater among caucasian students, part-time students, female students, and 
students over the age of 23. 
In a study by Morante (1985), results indicated that students needing and 
completing remediation persisted at a higher rate than those who needed it but did 
not complete. In his follow-up study, Morante (1985) reported that there was ample 
evidence of the positive impact of the remedial/developmental programs on both 
retention and academic performance of entering, skills-deficient college students. 
Kraska, Nadelman, Maner, and McCormick (1990) also did research on the 
effectiveness of developmental programs. They suggested that testing should be 
available to all students to assess their academic abilities. They theorized that in 
addition to increased academic achievement, developmental studies may contribute 
to higher retention and graduation rates by increasing students' motivation and 
expectations for success. In a longitudinal study by Campbell and Blakey (1996), 
results indicated that the variables of GPA and number of developmental courses 
impacted persistence. Findings suggested that early remediation and having a 
degree-seeking intent were also significant predictors of persistence.  A recent study 
of first-quarter proprietary students (Baughman, 1997) found that self-efficacy could 
also be a predictor of persistence. 
Burley (1993) performed a meta-analysis of college developmental studies 
programs and their effects on persistence. He found that the majority of the studies, 
about 66 percent, reported positive effects, thus indicating that developmental studies 
programs did improve retention. 40 
The Opposite of Persistence: Attrition 
As colleges and universities make the commitment to offer academic support, 
Commander, Stratton, Callahan and Smith (1996) remind us that "Attrition cannot be 
addressed effectively by serving only those students who show either predisposed 
learning weaknesses or learning problems" (p. 8). Academic support should be 
extended to serve a wider population of students. 
Besides wreaking havoc with an institution's numbers, attrition also affects 
the future labor market, since students are left unprepared for the necessary roles and 
responsibilities. Mortenson (1977) in a research letter pointed out that labor market 
analyses addressed in the letter show that since the early 1970s only those with 
postsecondary education have earned incomes that kept up with inflation. The 
Kiplinger Washington Letter (1997) warned that students leave school unprepared 
for work and that there must be collaboration between employers and schools in 
order to train students to be able to handle jobs of the future. Criteria most sought 
after included computer skills coupled with the ability to think. 
Jones and Watson (1990) summarized that attrition is costly to both the 
individual and to society. The American Society for Training and Development 
(1989) has determined the learning deficit in our workforce to be as threatening to 
the economy as our monetary deficit. An article in "The New York Times," in 
referring to a study which found increasing levels of skills being demanded by the 
workplace, sadly proclaimed that employers are wary of the school system. The 41 
author, Peter Applebome (1995), told of broad distrust by employers of younger job 
aspirants. The implication was that schools were not sensitive to employer needs and 
that less-experienced job-seekers, usually more recent products of schools, did not 
possess the requisite skills. 
Faculty Qualities 
As a possible link to persistence, a review of the literature on effective 
teachers was undertaken. Bainter (1988) believed teachers to be the most influential 
of all school staff on student persistence, by virtue of time students spent with 
teachers, and Angelo (1996) reported that exemplary teaching had a great impact on 
student learning. Marcussen (1997) referred to those qualities which seem to define 
an effective teacher as mysterious, even though all teachers must demonstrate 
mastery of content and method; on the other hand, Banner and Cannon (1997) 
debunked the notions that the qualities were mysterious or that only a few 
exceptional instructors possessed them. They believed those qualities to be inherent 
in us all. Yet Marcussen (1997) found it mysterious how noneducators have very 
often proven to be effective teachers without ever having taken an education course, 
and how the method must be spontaneous for them. "Quality teachers seem to be 
those who are able to attend to and manipulate individualism within an acutely 
diverse and somewhat unmanageably large group of students...they possess an 
internal feeling of serenity and security that allows them, without conscious effort, to 42 
sense and communicate to each student that he or she in a unique individual who is 
supremely important to them [the teachers]" (Marcussen, 1997, p. 36). 
Walsh and Maffei (1994) conducted a study focusing on four dimensions of 
the student-professor relationship. They believed in the importance of that 
relationship because of its close link to learning. Results showed that among the 
most mentioned behaviors cited by students, fairness, caring, flexibility and 
trustworthiness were most mentioned. Walsh and Maffei (1994) concluded that solid 
concrete content and clear, enthusiastic communication are most likely what students 
desire from teachers, along with being treated fairly, and having  faculty whom they 
could trust and respect (Jewler, 1994; Lim, 1996). 
In another study, students in college and junior high school were surveyed to 
document the qualities they considered desirable. Coppedge and Shreck (1988) 
found students desired teachers who were good listeners, who cared and were 
trustworthy, who were nonjudgmental, supportive, and experienced.  A past winner 
of Berkeley's Distinguished Teaching Award, Kirp (1997) acknowledged, "When 
preparing a course, professors focus on developing its content, on producing 
lectures...students approach their courses quite differently. They  care about the 
messenger as well as the message...They take the professor, with all the warts and 
foibles, as well as the course" (p. 12). 
Concannon (1995) conducted a study which examined the relationship 
between teachers' perceived eagerness to communicate within the classroom and 
students' perceived affective learning at a proprietary school. Results revealed a 43 
strong significant positive relationship between a student's overall affective learning 
and his or her perception of the teacher's enthusiasm. 
From the perspective of a teacher who began her career in the mid-50s, Rich 
(1997) offered her view of habits good teachers of today must develop. She 
conceded that teachers in this day and age have to look at interpersonal relationships, 
in and out of the classroom, as a way to understand their students. "To woo and win 
students today involves a lot of words with 'ing' endings--innovating, motivating, 
facilitating" (Rich, 1997, p. 53). One example of a habit was in marketing the 
subject: selling through enthusiasm and making the subject relevant for students. 
Another was involving students as learning partners: expecting students to have 
learning goals. There were seven habits presented in all. 
Banner and Cannon (1997) wrote, "The importance of personality and 
character in teaching is no secret to those who believe that teaching is more an art 
than a science" (p. 42). They pointed out that while a list of desired qualities could 
be developed by individuals, they could not be imposed because what a teacher does 
"...cannot be distinguished from who they are" (Banner and Cannon, 1997, p. 43). 
Boylan (1996) saw the developmental teacher's role as one in which importance was 
placed upon providing a learning environment which is "...warm, supportive,  and 
encouraging while filled with a variety of resources for growth" (p. 4). 
It is unfortunate that higher education was not prepared to handle the large 
influx of underprepared students. No graduate programs in developmental or adult 
education existed in the early years. Teachers hired in the 1960s and 1970s taught 44 
developmental students without benefit of training or instruction in the adult learning 
process. They received preparation as secondary teachers (O'Banion, 1994). As they 
have retired, newer teachers have come with an understanding of the cognitive 
processes of the adult learner, and they are prepared to handle the diversity of 
learning styles (Crehan, 1996). 
Theoretical Framework 
Approaches to developmental education have traditionally been based on 
sequential learning which assumed that once the foundation had been laid, other 
layers of information could be built upon it. This was seen as a cognitive function, 
consisting of thinking processes through which we received, transformed, stored, 
retrieved, and actively made use of information (Gaines, 1989). Stahl, Simpson, and 
Hayes (1992) cautioned us here not to emphasize a deficit model, the teaching of 
discrete skills that rarely transfer, but rather to use the cognitive model  as an 
effective alternative.  Resnick (1984) was of the same opinion and stated that most 
cognitive psychologists maintain that effective learning is more the result of internal 
structures and processes than of external influences such as materials, teachers, and 
instructional sequences. Findlen (1994) noted that our society has gradually shifted 
from the need for concrete, manual skills to abstract, cognitive skills, and that 
learning now involves reading, thinking, and doing. Unfortunately, not everyone can 
learn without adequate academic preparation. And, most cannot succeed without the 
language, interpersonal and cognitive skills that used to be expected only of 45 
traditional college-bound students. Today, and in the foreseeable future, skills such 
as human relations, effective communication, critical thinking, and the capability to 
work effectively with ever-changing teams will be necessary (Goulard, 1995). 
Underprepared learners can be taught effective cognitive and processing 
skills to become more successful learners (AACJC Journal, 1987), and 
developmental studies programs can play an important role in enhancing the skills of 
students with limited background in some of the basic skills areas (Bemis, 1991). 
As a field of practice, developmental programs rely on many theories of 
learning. In addition to the cognitive theory, other families include humanist, 
behaviorist, and developmental approaches (Boylan, 1986). Observables of these 
other theories are computer-assisted instruction, programmed learning and self-
directed learning. These approaches are based on the original works of Skinner, 
Rogers, Erickson, Perry, and others, as cited in Boylan (1986). 
The over-arching research question for this study was: Can the inclusion of 
developmental education at proprietary postsecondary institutions increase 
persistence? Developmental education has had a long and mostly positive history. 
Studies at the community college level suggest that developmental programs have 
benefited the underprepared learner (Kulik, Kulik, and Shwalb, 1983; Morante, 
1985; Purvis and Watkins, 1987; Conlin, 1989; Kraska, Nadelman, Maner and 
McCormick, 1990). Even though developmental education seems to flourish at the 
community college level, other institutions of higher learning are increasingly having 
to incorporate it into their programs of study (Knoell, 1976; Plisko and Stern, 1985; 46 
Lederman, Ribaudo, and Ryzewic, 1985; Hashway, 1988;  Parnell, 1990; Jones and 
Watson, 1990; Beder, 1991; Bradley, Draper and Stuhl, 1994). 
Proponents of developmental education offer statistics demonstrating that  at-
risk students gain opportunities for better lives that they would not have had without 
the benefits of developmental education ( Kulik, Kulik, and Shwalb, 1983; Kraska, 
Nadelman, Maner, and McCormick, 1990). If students do not already have the skills 
when accepted into postsecondary institutions, then those institutions should help 
them fit the cognitive model whereby they are active participants in control of their 
learning. They need to become self-regulated, autonomous, and good strategy users 
(Thomas and Rohwer, 1986; Sandham, 1997). 
The primary function of proprietary institutions is to train students for 
careers. However, due to the evolving nature of work, there is more of a need than 
ever to provide students with the basic skills (Kraska, Nadelman, Maner, and 
McCormick, 1990). Good reading, writing, speaking and thinking skills were not 
essential proprietary school outcomes for success in the past. Then, students could 
satisfactorily learn a trade by paying attention and practicing what their instructors 
demonstrated for them (Findlen, 1994). But a shift has taken place, and the need for 
concrete, manual skills has generally been replaced by the need for abstract, 
cognitive skills. Developmental education programs have been instituted in 
postsecondary institutions to teach effective cognitive and processing skills to 
underprepared students so that they may become more successful learners (Bemis, 
1991; Astin, 1993). 47 
Postsecondary degree attainment is associated with better access to 
employment and higher earnings, and high school graduates are aware of this. The 
percentage of graduates who enrolled in a two-year or four-year college or university 
immediately after high school increased from 49 percent to 62 percent between 1972 
and 1995 (Cuccaro-Alamin, 1996). Roueche and Baker (1987) identified 
developmental education as the avenue for those who are ineligible for admission to 
four-year institutions, as well as those who need special job skills training, to remove 
basic skills deficiencies and get the education that would otherwise be  out of reach 
for them. For the first time in our history, employers are facing a proficiency gap in 
the work force that threatens the stability of hundreds of U.S. companies (Gorman, 
1988). 
Methodology 
According to Strauss and Corbin (1990),  some areas of study lend 
themselves naturally to qualitative research, where the researcher is primarily 
concerned with description and discovery. The research method selected to examine 
the program at The Art Institute of Dallas was a descriptive case study, which can 
best be managed through observation and inquiry in a naturalistic setting.  Bogdan 
and Biklen ( 1992) selected this as an outstanding method for a qualitative study. 
Case study research is a form of qualitative research which focuses on a single entity, 
and the boundaries are set by the researcher. 48 
In qualitative research, the primary instrument for gathering and analyzing 
data is the researcher (Merriam, 1988). This is accomplished by placing the focus of 
attention "...on the perceptions and experiences of the participants" (Locke, 
Spirduso, and Silverman, p.98). The researcher discovered  more questions as the 
study evolved, and formulated objectives from the questions to guide data collection 
(Glesne and Peshkin, 1992). According to Denzin (1989) and Patton (1990), the data 
collection procedures outlined above have achieved recognition in the educational 
and evaluation research communities. 
This researcher also utilized summary narrative procedures as a way to 
present the information collected (Denzin, 1989). Dereschiwsky and Packard (1992) 
spoke of the power of attitudes, emotions, feelings and perception as the informant 
tells a story in his/her own words. "Yet for all its surface simplicity, a quotation can 
be tremendously revealing in terms of its wording, content, examples, detail, and the 
like" (Dereschiwsky and Packard, 1992, p. 4). The style utilized for this study 
consisted of summary narrative interwoven with quotes. One of the research 
objectives was to examine the individual perceptions of benefits or drawbacks to the 
school from implementing developmental education; another was to determine if the 
key informants saw the developmental program as a vehicle to raise persistence, and 
thereby enhance student success. Kluepfel and Roberts (1994), believing in the 
power of people, developed a theory that the people who operate the programs 
probably make more of a difference than the particular program concept or design. 49 
Summary of Chapter 
Community colleges and proprietary schools had very different histories and 
missions when each came into existence. Over the years, as society and the 
economic base have changed, the lines separating the two types of institutions have 
blurred a bit. One thing they have in common is the persistence issue, that of 
students withdrawing from school before completion of their programs of study. 
This case study looked at developmental education as a component of persistence. 
Community colleges built extensive vocational components, and today more 
and more proprietary schools are finding they need to offer some general education 
to their students. As a direct result of the escalation of high school graduates not 
prepared to handle college-level work, nearly every community college in the nation 
offers some form of developmental education. That is not the case in the proprietary 
sector, although laments by employers have awakened them to the need to provide 
both remediation and general education. Included in the literature review are studies 
on literacy in the United States and its impact on employment, and on developmental 
education faculty qualities. 
Case study research, a form of qualitative research, focuses on a single entity 
and is an appropriate measure for evaluating education. Attention is focused on 
participants' experiences and perceptions. As a field of practice, developmental 
programs rely on many theories of learning, among them cognitive, humanist, 
behaviorist and developmental. 50 
Chapter 3 
RESEARCH METHODOLOGY AND PROCEDURES 
Introduction 
The purpose of this qualitative study was to take an in-depth look at a 
developmental education program in a postsecondary proprietary institution. The 
intent was not to evaluate, but to describe (Bogdan and Biklen, 1992), to ascertain 
themes (Strauss and Corbin, 1990), and eventually to compare the results to what 
was discovered in that institution to what is found in the community college 
literature.  Because so little information was available on postsecondary proprietary 
institutions, especially as it related to developmental education, and because the 
researcher felt the need to compare what was happening in that arena in one such 
institution to the literature on community colleges, a small proprietary school in 
Texas was selected for the study. 
Site and Sample Selection 
This study took place at a single postsecondary proprietary school. As are 
most proprietary schools, it is situated in a commercial area as part of a mall, with 
available parking for both staff and students. The Art Institute of Dallas (AID) 
occupies four floors of a contemporary high-rise structure and boasts a gallery, a 
student lounge with food on the premises, and a library with both print materials 
(books and periodicals) and CD Rom capabilities. The school is fully accredited by 
the Accrediting Commission of Career Schools and Colleges of Technology 51 
(ACCSCT). It is in the accredition process with its regional body, the Southern 
Accreditation Council of Schools (SACS). AID was selected because it had recently 
embarked on a comprehensive plan of persistence, of which developmental education 
was an important component. Its new commitment to providing developmental 
education for its underprepared students rendered it ideal for this study. Permission 
to conduct the study was obtained from the President of the institution. Upon 
securing that, prospective participants were also asked to grant individual 
permission. 
An in-depth, phenomenological case study was conducted at the Art Institute 
of Dallas over a two-year period, from July 1995 to July 1997.  As stated earlier, the 
purpose of this study was to interview the key informants to discover the process 
used to implement developmental education, to determine if the implementation of 
remediation suggested to the informants that it aided persistence, to chronicle the 
perceptions of those involved in the process, and to compare those findings to the 
literature on developmental education and persistence in the community college. 
Informants 
The primary data for the study were obtained through individual interviews 
and focus groups. The goal was to gain insight into the perceptions of the informants 
about the developmental education program (Chu, 1993). This researcher used 
purposeful sampling in selecting the participants because of the ability to select 
information-rich cases for their relevance in exploring the research questions (Patton, 52 
1990). Identification of participants evolved with the study (Glesne and Peshkin, 
1992; Lincoln and Guba, 1985). More males than females, in every category except 
staff, participated in the study. Most of the people in administration were male, as 
were the faculty who were recommended to the researcher. It was not surprising that 
more male than female students were in the developmental classes. Participants, 
therefore, included key informants from each group: administrators, faculty, staff and 
students .  An alias was assigned to each informant. There were six administrators; 
four faculty members were consulted; only one staffperson participated; and a total 
of nineteen students (2 focus groups and 1 independent student) were surveyed. See 
Figure 1. 
0 Faculty 
3% 0 Staff 
0 Students 
Figure 1: Informant Categories 
Most interviews were conducted in private offices at the Art Institute, 
although follow-up interviews were sometimes held via conference call. The 
majority of the interviews were taped and transcribed, although in a few cases only 
field notes were taken .  Student focus groups were conducted in classrooms on site. 
The majority of interviews lasted an hour to ninety minutes, although one was 53 
finished in just under forty-five minutes. Second and third interviews were necessary 
in some instances as new themes became apparent. And some informants were 
identified as the research progressed. The newer informants were all interviewed in 
conference calls. All study participants were asked to sign an informed consent form 
approved by the Oregon State University Research Office. See Appendix 1. 
Pilot Interviews 
The pilot interviews included speaking with four of the informants who are 
represented in this study. Those interviews helped to focus the research questions, 
and they pointed out the value of multiple data sources (Borg, Gall and Gall, 1993). 
The pilot was conducted in Summer 1995, after gaining permission to use the site as 
the focus of the research. 
Survey of Proprietary Institutions 
To determine the extent to which proprietary institutions currently provide 
developmental education for their students, in January 1996 this researcher 
undertook a simple survey of 130 randomly selected proprietary institutions, 
nationwide. Selection was made from a 1995 yearbook which listed all proprietary 
institutions. The intent was to determine if the institution offered,  or planned to offer 
in the near future, remedial courses. Thirty-three were returned as undeliverable, for 
a variety of reasons, mostly because forwarding had expired. Twenty-nine 
institutions responded, for a 30 percent return rate. Eighteen respondants marked 54 
"no;" ten said "yes;" and one questionnaire respondant wrote in "possibly 
...although I feel some kind of formal program would be great and is often needed." 
Design 
According to Strauss and Corbin (1990) some areas of study in the social 
sciences and in education naturally lend themselves to qualitative types of research. 
Case study research, a form of qualitative inquiry, is a systematic way of looking at a 
situation, collecting data, analyzing information, and reporting results (Davey, 1991). 
A criticism of case study is its inability to be generalized due to its dependence on a 
single case (Tellis, 1997). However, Yin (1989) stated that general applicability was 
a result of the set of methodological qualities of the case, and the rigor with which 
the case was constructed. 
This was a single-case design based on themes rising from description which 
hopefully will contribute to both knowledge and theory-building (Yin, 1994). For 
construct validity, multiple sources were contacted, a chain of evidence was 
provided, and the draft report was reviewed by the key informants (Mathison, 1988). 
For reliability, a case study protocol was employed, and a case study data base was 
established (Yin, 1994). QSR NUD.IST, Non-numerical Unstructured Data Indexing 
Searching and Theorizing, was the computer package used to organize the data 
collected through the interviews (Scolari, 1996). All interviews were transcribed 
verbatim using a word processor. The data was then transfered into the NUD.IST 
program. Without the use of a computer, the task of identifying assertions and 55 
concepts would have been mechanically tedious and time consuming and it would 
have delayed the critical theorizing process (Burroughs-Lange and Lange, 1993). 
Qualitative research is based on and grounded in the description of 
observations (Glaser and Strauss, 1967; Merriam, 1988). LeCompte and Goetz 
(1982) articulated that it answers the question, "What is happening here?" In 
qualitative research, the investigator seeks to confirm observations and data from 
informants by triangulation (Clonts, 1992), which is a combination of methods of 
data collection, using more than one researcher data source and acquiring a number 
of accounts of each event (Fielding and Fielding 1986). For this study, a total of 11 
administrators, faculty and staff were questioned, along with two focus groups of 
students and one individual student. Chu (1993) articulated, "In informant 
interviews, the goal is to gain insight into the perception of the interviewee within a 
given situation" (p. 5). This researcher also looked at documents provided by the 
school pertaining to the inception of the program, as well as to student progress. As 
described, to provide for validity and reliability, even though this qualitative study 
focused on a single subject at a single site, it was an in-depth investigative study 
because it employed multiple "informants." It also used different types of 
interviews, and looked at documentation for triangulation. 
Through active listening, the researcher tried to discern the perceptions of 
different constituencies about the remediation program, and how it came to be at the 
Texas school. Through purposeful selection, the investigative study itself included 
focus groups with students in a developmental writing or math class at the time 56 
(Connaway, 1996). The researcher attempted to obtain representative samples 
(gender; ethnic groups; age; willingness to participate)  as suggested by 
Hollandsworth (1992). The focus groups, as proposed by I. E. Seidman (1991), were 
followed by individual interviews with the students, when possible. 
Individual interviews were conducted with key administrators, with faculty 
teaching in the program, with other faculty, and with the Learning Lab Monitor.  One 
student who was not in either focus group also consented to participate. Other 
participants were identified as the study evolved (Glesne and Peshkin, 1992;  Lincoln 
and Guba, 1985). When possible, the researcher was also an observer. This mainly 
occurred on the first visit in Summer 1995 when the researcher was new to that 
environment and on a mission to meet people and gain permission to conduct the 
study at that school, and in Summer 1996 when the bulk of the interviews were 
taped. 
Research Questions 
In order to gain the confidence of the participants, and to establish positive 
interviewing relationships, the researcher at first focused questions on the 
experiences of the participants (Patton, 1990; Dana, et. al., 1992). In some cases it 
took two meetings before the research questions could be broached.  These 
questions focused on the individual's evaluation of the program and basically 57 
remained unstructured, vague, and general at the outset. They were also short and 
precise (Dana, et al, 1992). Example: 
How did the program come about? 
Why did the institution commit to it? 
Is it important to you? Why? 
What are the objectives? 
How do the anticipated and realized outcomes measure up against the 
objectives? 
What could be improved? 
Based on responses given during initial interviews, a protocol was developed 
to use for subsequent interviews. The protocol necessarily consisted of more detailed 
and more direct questions. See Appendix 2. "Part of the strategy of qualitative 
inquiry (a key advantage of the flexibility we claim for it) is that our research 
questions themselves remain under continual scrutiny"  (Wolcott, 1990, p.32). 
Data Collection Procedures 
The program at The Art Institute of Dallas began in Spring 1995; therefore 
some documentation was available. The researcher looked at progress of students 
via subsequent coursework and grades, and compared data on persistence. The 
original plan for the program was also consulted to determine how closely it 
followed the projection and if outcomes were being met (Kettner, Moroney and 58 
Martin, 1990; Patton, 1990; Berk and Rossi, 1990; Rossi and Freeman,  1989). 
Examples of documents and records included in the analysis were: 
Institutional policies 
Organizational structure of institute 
Program goals 
Grades 
Other reports, including persistence 
Data Analysis 
The researcher kept a journal in which to record responses during the focus 
group meetings, although both groups were also taped (Lincoln and Guba, 1985). 
For the detailed interviews, the researcher both recorded notes and relied on tape 
recordings of meetings to ensure accuracy. 
The process entailed analyzing the data collected after each day.  The 
researcher looked for themes and formulated hypotheses when possible before 
reporting back to interview further. A person was hired to transcribe the taped 
interviews in order to examine all the data collected. To aid in this process, the 
computer program NUD.IST was used. It assisted the researcher in abstracting 
concepts from the data (Burroughs-Lange and Lange, 1993). Records produced by 
the program enhanced the trustworthiness of the research results (Padilla, 1991). 
The NUD.IST program allowed the researcher to manage and explore the data 
collected. 59 
Not knowing what might be discovered, the researcher realized that the 
direction could change and that the case study might yield unexpected results. The 
emerging themes guided further data collection. One of the products ofthe data 
collection and analysis was the discovery of further questions (Wolcott, 1990). 
Aronson (1994), in her explanation of thematic analysis, quoted others to show that 
themes are identified by "bringing together components or fragments of ideas or 
experiences, which often are meaningless when viewed alone" (p. 60). 
The researcher structured a matrix to look at data gathered from the 
interviews. Miles and Huberman (1984) developed procedures for this method to 
represent summary patterns, themes or trends in qualitative data. See Figure 2. 
Remediation  45 documents  9 nodes 
Remediation Process  18 documents  5 nodes 
Academic Advisors  16 documents  5 nodes 
Tutoring  13 documents  1 node 
General Education  12 documents  7 nodes 
Persistence  11 documents  3 nodes 
Community College  7 documents  1 node 
Admissions Criteria  6 documents  1 node 
Learning Disabilities  6 documents  1 node 
Ideal Learning  6 documents  3 nodes 
Figure 2: Interview Data Matrix 60 
Using NUD.IST, the researcher was able to identify the topics most broached 
by informants. Each time an informant spoke about a topic, it was noted, and the 
different ways in which a topic was broached were also noted. In the above chart, 
"documents" refers to the number of times an informant referred in-depth to a topic, 
and "nodes" refers to the number of topics and subtopics broached.  The researcher 
obviously expected to glean much information concerning remediation and the 
process used to implement it, but was not expecting to find so much emphasis placed 
on other areas. It appeared that General Education, among other topics was of much 
interest to the respondants. 
Chenail (1992) structured a matrix which was of benefit to this researcher as 
well. It pointed to central tendencies of the responses and it especially highlighted 
the range of responses. It also allowed for the researcher to ascertain which 
responses matched expectations and which did not. An example is provided with 
Figure 3. 
Chenail's Qualitative Matrix 
Rango 
N 
/I (Expected) 
Range  ;-.....111,1.)/  Central 
Range
Tendencies 
(Unexpected) / 
Range 
Figure 3: Chenail's Qualitative Matrix 61 
Topic: Ideal Learning 
Expected  Central Tendencies  Unexpected 
Added source of  Beneficial  Used to help pre-applicants bring 
practice on skills  up skills 
The researcher allowed the informants to provide answers to the questions 
posed to them in their own words (Dereschiwsky and Packard, 1992). The first 
matrix visually displayed a summary of the themes and patterns. Chenail's (1992) 
Qualitative Matrix helped the writer clarify patterns and sort out themes based on 
informants who followed main threads in their reports and informants whose reports 
varied. It also allowed for categorization of both anticipated responses and those 
which might catch the researcher off guard (Cole, 1994). 
The primary data for this study was acquired through interviews with persons 
directly involved with the remediation process so that analysis of their experiences 
might address the questions raised by the study and thereby confirm, deny, explain 
and/or extend the secondary source information, and contribute to understanding 
how the process developed at AID. 
Researcher Qualifications 
I taught composition, developmental reading and writing, and English as a 
Second Language courses for many years at the community college level. At first, 
curriculum and instruction was not available beyond the secondary level. When 62 
university classes which focused on postsecondary learning did become available, I 
not only took classes on teaching the adult learner, but also attended numerous 
conferences and workshops on both theory and practice. As the influx of at-risk 
students increased, a colleague and I had the distinct honor of co-designing a 
comprehensive developmental education program for Shoreline Community College. 
This included determining courses needed, writing the curricula, selecting textbooks, 
and hiring faculty. It also included developing a tutor training program, coordinating 
a support Reading and Writing Center, and hiring a fulltime lab manager with 
experience in developmental education. Together, my colleague and I bought 
furniture and computers, and examined software, searching for interactive programs 
which offered more than drill work. 
For the past eight years I have been a ftilltime educational administrator, both 
at the community college level and most recently at The Art Institute of Pittsburgh 
(AIP). When I began at AIP, my research topic was based solely on the community 
college; however, since one of my main charges was to begin a "remediation" 
program at AIP, I felt my efforts could benefit both the community college and the 
proprietary sector. Thus, my developmental and English as a Second Language 
teaching, coupled with the two postsecondary administrative experiences helped 
frame my research topic. 63 
Delimitations 
Although the research could be influenced by both prior experience and 
previous knowledge on the part of the researcher, no attempt was made to force the 
data to fit pre-existing theory. Lichtman and Taylor (1993) believed that of all the 
issues surrounding qualitative research, the one about which there are no definitive 
rules and guidelines is the reporting of data. However, this researcher utilized 
strategies such as a case study protocol and data base to enhance reliability (Clonts, 
1992). It should be noted that the data was triangulated for validity in methods of 
data collection (Fielding and Fielding, 1986), in acquiring a number of accounts of 
different events (Merriam, 1988), and in using a mechanical recording device (Borg 
and Gall, 1989; Goetz and LeCompte, 1984; Merriam, 1988). Finally, verification of 
the data and validity was obtained by having the key informants check the report 
(Goetz and LeCompte, 1984). 64 
Chapter 4 
FINDINGS 
Background 
The researcher was aware that very few proprietary institutions actually 
provided remediation for their students, for a variety of reasons. The preliminary 
survey revealed that the most prominent reason for not providing remediation was 
that the institutions offered programs which the respondants said had no need for it. 
However, I did find that several were "thinking about it," as they so indicated in their 
responses to the survey. And I had information that one system of proprietary 
schools had already committed to developmental studies for their students. Their 
stated reason for doing so was to improve the skills of their graduates, and to 
increase the students' chances of staying in school. The addition of college-level 
general education classes at all the schools in the system made it apparent that a large 
segment of students was underprepared to handle those courses. 
This system, Art Institutes International (AII), comprised of a total of fifteen 
schools, operates under the auspices of the Education Management Corporation 
(EDMC). One of the schools, the Art Institute of Dallas (AID) provided the pilot for 
the system and then embarked on the proscribed plan. That is the school I studied. 
My purpose for conducting the study was to describe the plan as it was seen by the 
participants, to chronicle its perceived and actual effects one to two years later, and 65 
to compare what was happening in that school to what the literature on community 
colleges and developmental education had to offer. 
As suggested by Dereshiwsky and Packard (1992), information was obtained 
from a variety of program and participant perspectives. Lichtman and Taylor (1993) 
advocated the use of multiple sources of information from multiple informants. 
Multiple approaches in collecting data allowed for greater richness in detail and 
increased credibility in the findings (Lincoln and Guba, 1985; Patton, 1990). 
Informants 
The initial informants were identified by the researcher because it was 
evident they had a hand in developing the program or because it was apparent they 
had been affected by it. Eventually, other informants were suggested by those seen 
in the beginning. As an icebreaker to relax the informants, at the beginning of each 
initial interview they were asked to tell about themselves, their background, their 
positions, and how they came to be situated at the Art Institute of Dallas. For the 
reader to get to "know" the individuals, a brief biography is presented next; however, 
pseudonyms are used for anonymity. It was interesting for the researcher to discover 
the variation in the amount of information different informants disclosed about 
themselves; however, they all readily consented to interview and were very 
cooperative. 66 
Administrators 
Rudy was a practicing commercial artist before entering the field of 
education, first as an instructor, then moving into administration. He felt  a 
connection with the Art Institute students because when he finished high school, he 
was not "academically inclined" himself His postsecondary education began at a 
commercial art school. However, many years and a few degrees later, he started at 
AID as Dean of Education in 1987. 
Fred was an adjunct professor of music at North Texas State University, with 
experience in MIDI technology. He started as a part-time instructor at AID in the 
spring of 1990, gaining full-time status that fall. He worked on special research 
projects for the All System and was promoted to System Persistence Coordinator in 
1994. Currently, he is a half-time institutional researcher and half-time Coordinator. 
Emilie came to the Art Institute from a counseling career at North Texas. Her 
title is Director of General Education. She taught math part-time while working on 
her doctorate and eventually began teaching the College Success courses: 
And that's really my area  college success...I had them 
doing study skills, and was interested in using the 
Myers-Briggs ...so I started doing a lot of that...and did 
some tutoring on the side and I would be given 
students with learning disabilities...talk with them and 
see if I could figure out some new learning strategy for 
them to use (Emilie, 338-344) 20 3. 
At the time of the interview, Sylvia served as Director of Institutional 
Research, which developed out of the Southern Accrediting Council of States 67 
(SACS) self-study. Actually, she was hired as a General Education instructor over 
seven years ago. At this time, she has returned full-time to the classroom. 
David was the Director of Admissions when he was first interviewed in 1996. 
He did not originally plan to be in that field; his degree in Business Administration 
landed him in retail for about fourteen years, but when it was time to make a career 
change, he started out at the Art Institute of Atlanta as an Assistant Director of 
Admissions, and in 1993 he was appointed to the director position at AID. He has 
since resigned. 
Matt has been president of the Art Institute of Dallas since 1993, but his 
career began in a very different area. His degrees are in psychology and Theology, 
and he was a practicing Catholic priest for seven years: 
...and then when I got married... I finished my doctoral 
work and so education was a large part ofmy life for 
so long. And then I had some options.  I had several 
teaching positions offered to me ... I didn't want to do 
research (Matt, 3-13) 19 3. 
Matt eventually ended up in proprietary education, something he had never 
done before and knew nothing about. His intent was to be a placement director while 
he worked on his dissertation, but after a year he was promoted to director of the 
school, and in 1992 he was honored as Director of the Year for fifty International 
Trade and Technical (ITT) schools. Soon after, he was recruited back to Dallas by 
the Education Management Corporation to be president of the Art Institute there. 68 
Faculty 
Paul, a math teacher, had a first career as a computer programmer for about 
twenty years. He was also in the software development business. His teaching 
career began at Eastfield Community College, where he worked part-time before 
being offered the math teaching position at AID. 
Mary Ann, the only female faculty member interviewed, came to the Art 
Institute because they needed a developmental English teacher and because her 
daughter had moved to Dallas. In that way she could be near her family. Formerly, 
she taught at a technical school in Louisiana which she said was similar in nature to 
the Art Institute. 
Peter also arrived at the school in an interesting manner. He started his 
education training at the Citadel, a military college, and after a year decided to go 
into the seminary. He taught for about eight years in a parish setting conducting 
seminars and leading adult education retreats and renewals before taking a position 
as faculty member and Persistence Chair at AID in 1995. He now teaches full-time 
at AID. 
Bill worked in audio for video and audio for film for eighteen years before 
getting into teaching: "I came out of a traditional broadcast film school,  SMU here 
in Dallas...I always had in the back ofmy mind maybe doing some teaching, and 
when the school started the MVB [Music and Video Business] program in '87, I 
started hearing about it and then made contact with the director" (Bill, 5-9) 19 2. He 
served as Academic Department Director of the program for a short while, and now 69 
is one of the Academic Advisors who teach half-time and advise students the other 
half. 
Staff 
Elayne was a long-time employee of the school, even before it was owned by 
Education Management Corporation. She had actually retired at one point but came 
out of retirement after six months to serve for several more years. She held many 
different positions during her tenure, from teacher to Vice President to librarian to 
Assistant to the Dean of Education, and then in 1993: "...I came up here to work in 
room 206, the tutoring room. We had twelve computers then and one printer" (Miss 
Elayne, 30-31) 20 3. AID lost a firm believer in developmental education when Miss 
Elayne passed away in early 1997. 
Employee Generalizations 
There was a certain serendipity which gathered the above employees in the 
same school at the same time. It is possible that because the school was relatively 
small, they appeared to be in line with the mission and vision and to share the same 
values. They also appeared to embrace change, to not be afraid of it, as evidenced in 
how they arrived at the Art Institute. 
Students 
The students from the two focus groups were not all from Dallas either. 
Some came from surrounding areas and a few others from distances as far away as 70 
Mexico and Michigan. Most were just out of high school, although two took time to 
work and/or travel before coming to school. Not all of them spoke up in great detail 
about their background, but three females and four males did. 
One student, Amy, was interviewed separately, and she was not part of either 
focus group: "I'm twenty-six years old. I work part-time as a cashier at Target. I 
live with my Mom and I'm a seventh quarter Computer Animation/Multimedia 
student" (Amy, 3-6) 20 1. 
Findings of the Study 
At the Art Institute of Dallas, which was an open admissions school, 
rudimentary efforts like tutoring slowly expanded into a full-blown developmental 
program. Initially, students needing extra help used to work one-on-one with faculty 
in a tutorial situation, and that was all the school offered to help those who needed 
extra attention. 
...We started with tutoring and we saw there were so 
many students, especially in the math area, that we just 
went ahead and set up classes and had somebody teach 
them. At that time we weren't charging for them. That 
was just tacked on as an additional class for them to 
take. At first it wasn't mandatory but if they wanted to 
take that class, they were welcome to do it and  we 
encouraged them to do it (Rudy, 138-143) 2. 
Eventually, they added an Academic Improvement Center and supplied computers 
and tutorial programs which allowed students to work on their skills at their own 
pace. It was also in the Center that both faculty and more advanced students met 71 
with the tutees. Then, the school was overwhelmed with the number of students 
needing assistance and had to make extensive commitments to help students in need. 
One such accommodation at AID was to set up classes for those students, at 
no charge. David's words summed up the dilemna: 
But we really never were prepared to really help that 
student who was below average, who struggled or who 
had difficulty.  If they were forthright with us and 
identified that 'I do have a learning disability' we 
could look at tutoring on a minute level.  Not to the 
extent that we are at at this point.  I mean, we're light 
years ahead of what it used to be (David, 66-71) 18. 
This was just one of the factors causing the school to focus their efforts in 
that direction; another was the need to establish admissions standards. Diggs (1990), 
in referring to proprietary schools and persistence eloquently stated his belief that if 
attention is not paid to who comes in the front door, then it should surprise no one 
"...when 50% silently disappear out the back door" (p.5). 
No such attention had been directed at incoming students to AID, yet all 
involved knew that some of those incoming students would never make it. David 
talked about the pride he and his Assistant Directors of Admissions felt when talking 
to students and parents about the school and the programs offered  .  However, when 
anyone asked what the entrance requirements were, "...you felt less than adequate 
because a parent would ask, 'What does it take to get into school here?' and you'd 
go, 'Well, you got a GED? Did you graduate high school? Do you have $150?"' 
(David, 40-44) 7 1 1. 72 
Matt saw the necessity for having admissions standards as well as a program 
to help underprepared students: 
We didn't have any admissions criteria, and we weren't 
doing any remediation. So that's what I found when I 
got here, and we had a faculty that was very amenable 
to that sort of thing.  There was a general education 
aspect or function within the school, because the state 
required it...four years ago the state of Texas  came 
along and said we are going to level the playing field 
and any school that offers a degree in Texas has to 
offer twenty-five percent of its courseware in Gen Ed 
so we had that and it was in place.  That being said, 
what we found was that many of our students weren't 
ready for basic college work. So the remediation was 
real important (Matt, 181-185) 2 ; (187-192) 1. 
Legislation 
In 1987, the state of Texas mandated that all public postsecondary institutions 
provide courses in their programs of study which included college-level math and 
English. The Texas Academic Skills Program (TASP) took effect in 1989 and 
provided assessment and academic support for students attending public colleges and 
universities to ensure that they possess the basic reading, mathematics and writing 
skills necessary to perform effectively at the college level. Students are tested upon 
entrance to a higher education institution. If they pass it, there are no other hurdles. 
If they fail any part of the TASP, they must have remediation in that area, and 
they have to take the test again. Two groups of students are exempt from the TASP 
requirement: Those who already had earned credit for at least one college-level 
course prior to August 31, 1989, and those enrolled in a vocational-technical 73 
program requiring less than nine hours of general education (Angel, 1993; Pudelka 
and Macha, 1991). Students in Texas cannot obtain a baccalaureate degree, and they 
cannot graduate from a public community college without passing the TASP. 
However, if AID is successful in its bid to become a member of the Southern 
Accrediting Council of States in June of 1998, the TASP rules governing them would 
change. Then, the school would not be required to give the test at all. 
Because the Art Institute of Dallas was a degree-granting institution, and thus 
included substantial general education courses, its students were affected by the new 
law. They were slated to begin the TASP in January of 1997 but, due to subsequent 
changes in the rules, only Art Institute students who enrolled after September 1, 1997 
will have to take the test and pass all sections sometime before they graduate, before 
their AID degree can be conferred. They will be taken to a TASP center to test. "We 
can't TASP; we have to take them to a TASPing center so they're protected" (Rudy, 
234-235) 12 1. 
Consequently, the addition of college-level math and English to the core mix 
only served to underscore the deficits some students came in with. In looking at AID 
records which showed that persistence rates declined once general education was in 
place, it was an easy leap to conclude that underprepared students in the areas of 
math and English were in need of more than just the opportunity to strengthen those 
areas, with encouragement to do so, if they were to persist and be successful. Not 
only the Art Institute, but also its parent company, Education Management 
Corporation became aware of what was happening: 74 
It was a school-wide endeavor and at other times it was 
coming down from corporate level. But originally we 
had Fred who was interested in looking at some of 
these things because he was working the College 
Success class with the entering students...He started 
going to workshops specifically looking at completion 
rates. He was taking classes at the University of North 
Texas and talking to his professors there about the 
same topic and he put together some studies that we 
would want comparing those who came in and needed 
tutoring  and  did  not  receive  tutoring...that  was 
probably '90, '91 (Emilie, 4-15, 21) 7 3. 
Patterns 
There were some fundamental similarities in the responses concerning the 
conditions leading the school to develop a comprehensive developmental program. 
Even though the sense of responsibility to the students was readily apparent, 
initially it was the All system initiative and the state of Texas mandate for 
postsecondary institutions to provide general education, the resultant increasing 
attrition rate, and the threat of the TASP which provided the catalysts for 
developmental education. At the Art Institute of Dallas, there was resistance to 
adding the college-level classes and the subsequent developmental classes at first. 
Ultimately, the resistance gave way to positive feelings as both students and staff not 
only better understood the rationale for embarking on the plan, but they also  saw 
positive results. Eventually, their feelings or attitudes could be characterized as 
pride. 75 
Therefore, it appeared that the topics followed a pattern in the informants' 
accounts leading up to the start of the developmental education program, and the 
outcomes resulting from implementation. Since students were on the receiving end 
of the equation, they, as well as employees, were asked about the developmental 
program elements. Each program element was handled separately in an effort to 
distinguish specific attitudes respondants held, and to further identify the themes. 
Themes 
There were several themes which emerged as a result of the interviews. 
Some were identified as topics by the interviewer, but many were addressed by 
individuals who felt the additional topics were important parts of the remediation 
process as it unfolded at AID. The themes were: persistence, admissions standards, 
entry assessment, remediation, developmental faculty, advising program, evaluation, 
problems resulting from implementation of the process, and comparison with the 
community college sector. 
Persistence 
There seemed to be widespread recognition that the first theme, persistence, 
was important, not so much linked to fiscal reasons but because of a sense of 
responsibility to the student. Many respondants reported that the former president 
had the idea "to grow the school we had to stop the attrition rate" (Sylvia, 15-16) 11. 
The president also felt that if the school did good things for students, then the 
retention numbers would improve. His message caused the school  as a whole to 76 
think of persistence as AID's responsibility, and led one administrator to the 
conclusion that "...a student who fails to complete is at some level a failure of the 
school (Rudy, 3-11) 10." 
It took a while for faculty to embrace that point of view. Respondants 
mentioned that faculty attitudes have changed from once internalizing their jobs to 
mean 'presenting knowledge' and giving students sole responsibility to 'get it.' "Now 
they have a shared responsibility with the students, have a part with their success" 
(Rudy, 20-21) 10 3. 
Fred's view of the issue was the same as Rudy's: 
In February 1994, faculty didn't think persistence was 
their responsibility because they had an information-
centered approach. They cared for their students, and 
caring was more the rule than the exception. Now all 
faculty are highly aware of their opportunities to 
positively impact persistence (Fred, 3-8) 10. 
As a member of the faculty, Paul also saw a change, but attributed it to being 
part of a team. He spoke of the faculty as possessing the vision, the commitment to 
the values of education. "We're not just a business. We're also an educating body; 
we're committed to the long-term growth of people who will make a definite 
contribution to society" (Paul, 357-361) 10. 
Because persistence was such an important issue at AID, several possibilities 
were explored to find ways to retain students. They included, but were not limited 
to, remediation, tutoring, academic advising, and admissions criteria. The addition 
of general education six or so years before highlighted the need to prepare students to 77 
be successful in the general education classes. It was also noted that some students 
required more help than others and that the tutoring program should be expanded. In 
looking at instituting admissions criteria to make sure that the "right" students were 
accepted in the first place, there was acknowledgement that all students might not be 
capable of benefiting from what the Art Institute had to offer: 
It's always a creative tension between Admissions and 
Education in any school but specifically in our schools 
because Admissions has the mission of bringing 
students in and Education has the mission of training 
them and completing them, and human nature being 
what it is, Education people are always going to say, 
`If you gave me better  people we'd be more 
successful.' And Admissions is going to say, 'Yes, but 
we need to grow the school.' And so, we had to work 
real hard on getting everybody singing out of the same 
hymnal when it came to quality. We had to grow 
Admissions into saying, 'we're going to, upfront, have 
some criteria that are going to knock about six percent 
of the people out, never accept them' (Matt, 216-226) 
13. 
The Art Institute of Dallas then embarked on a comprehensive developmental 
education program which included remediation, admissions criteria, placement 
testing, tutoring, an Academic Improvement Center, and an advising program. For 
AID, embarking on such a mission signalled that students identified as being at-risk 
were required to enroll in developmental classes, at an additional expense. 
Admissions Standards 
Prior to implemention of theme two, the admissions process consisted solely 
of students supplying proof of graduation or its equivalent.  Thus, any high school 78 
graduate was welcome. In the past, in a totally hands-on environment, the majority 
of students were successful and they persisted to completion.  Earlier quarterly 
persistence rates for AID averaged around 89 percent, but the arrival of general 
education without a comprehensive developmental education program caused the 
rates to spiral downward, hitting a low of 83 percent. 
Once admissions standards were put in place, students were required to first 
write a 150-word essay on why they wanted to enroll in a particular program to be 
considered for acceptance. They also had to submit proof of graduation from high 
school. A team of faculty and other interested staff (except those in Admissions, 
excluded because of conflict of interest) formed the Admissions Committee. This 
committee, led by the two chairs, looked at transcripts or GED scores and was 
trained to holistically read the paragraphs for synchronicity ofstudent goals with the 
selected program. The essay was also scanned for grammar, spelling, and syntax. 
Based on the above criteria, the rejection rates increased, from 1.4 percent of 
incoming students in fall of 1996 to 8.5 percent in spring of 1997. 
Students generally did not relish having to write, especially those who 
selected The Art Institute of Dallas because they thought there would be no emphasis 
on English or math. Some even admitted that the reason they wanted to come to AID 
was because they were told there would be no English or math. Responses, when 
asked the question of how they felt about the new admissions criteria, varied 
considerably: "I hated it 'cause I wrote too many of them back in high school and 
didn't feel like writing another one" (Student 4, 147-148) 13.  "From what I 79 
understand, I mean, I was told, 'Put a lot into this. This is a big requirement. If you 
don't write a good paragraph, you're not going to get into this school' (Student 7, 
152-154) 13. 
Entry Assessment 
The above students were obviously admitted, and were enrolled in a 
developmental class at the time of the interview because when they took the 
Assessment of Skills for Successful Entry and Transfer (ASSET) placement test, 
they were found to be deficient in either math or English, or both. 
David and his admissions personnel had a difficult time grasping and then 
explaining that ASSET was not for acceptance purposes, but rather only for 
placement. When questioned on this matter, Emilie felt that after training by the 
education group, out of the whole admissions group, there might have been one or 
two who still believed that AID was basing entrance on ASSET test scores, when 
ASSET really was the placement test.  Matt helped by saying, "First of all you don't 
call it a test, you call it an assessment, because people have test anxiety" (271-272) 2. 
This theme involved a process consisting of placement testing, which 
diagnosed whether or not a student was prepared to handle college-level math or 
English. If students scored high enough, they were assigned the appropriate college-
level courses. If their scores were below the cut-off score in math, they were 
assigned to one of the two pre-college level math classes. If their scores were below 
the cut-off in English, they were assigned to the pre-college level writing class.  The 80 
ASSET test was used for placement, and cut-off scores were determined by the staff 
after research into correlations and reviewing what other postsecondary schools were 
using. After a few trial and error attempts, AID moved the cut-off scores up above 
the national average. "This decision was based on the fact that too many students 
were testing out of developmental math but were not prepared to successfully 
complete college math (Emilie, in a subsequent conversation, 12-2-97). 
Reading and Writing is at a forty and the Math is at 
forty-four in both sections.  We found that even if 
students scored, and the basic average for most junior 
colleges for placement into remediation is like a forty, 
but we found with that forty score score they still were 
not comfortable going into that college level math. 
They were missing too much that the four points made 
a difference, has an effect on their ability to do well 
(Emilie, 312-318) 7. 
At first, every student was tested, no exceptions, in order to compile data. 
Those already possessing baccalaureate or higher degrees were not pleased to be 
forced to test. After about a year, an incoming student could be exempt from ASSET 
if they had recent ACT or SAT scores which were above the minimal level, or if they 
had recent college credit with grades of C or better in College Math and/or College 
English Composition. 
Reactions from students who needed to take the placement test were varied, 
with most students wishing they didn't have to go through it. One student's  response 
was classic: "I was just glad I had to take that instead of the SAT's" (Student 7, 246) 
7 2 2. A few, however, accepted the requirement and even though they tested into a 
remedial class, they felt they would benefit from either finally learning the basic 81 
skills which had eluded them, or felt they needed the brush-up and review of what 
they had learned a while ago. Others quite vocally expressed their negative feelings: 
"I didn't want to take them. I came here so I wouldn't have to. That's why I didn't go 
to college" (Student 4, 23-24) 4 1. However, students do not appear to take it out on 
the proctors. Paul is a faculty member who administers the test and after giving it 
several times he said he had never encountered anyone negative about it.  "I give 
them an explanation of it and they understand it. We're going to help them succeed" 
(Paul, 430-431) 7 2 2. 
Parents also commented on the change in direction because they had been 
looking for a post-secondary institution which would provide their son or daughter 
with job-related skills, but would not require them to be proficient in the basic  skills. 
Our admissions criteria have provided interaction with 
the marginally skilled student, and if that student is 
within one or two points we have to counsel and 
sometimes take a chance.  Parents sometimes get 
involved, and we had one mother who was furious we 
wouldn't let her son start (Rudy, 70-74) 2. 
There were also pockets of resistance among the Admissions staff, but the 
Director of Admissions eventually coaxed them to see the benefits to the institution 
and to seek better qualified students. This was necessary because Assistant Directors 
of Admissions (ADA's) received requests from applicants to come back later with 
the essay or to be able to go home and think about it and then come back and write: 
"Once in a while you'll have a student who says, 'I really wasn't prepared to do this.  I 
want it to be the best I can can make it.' How do you tell them, 'No, you can't' 
(David, 282-285) 13? 82 
Once students had placed into one or more developmental class, ADA's were 
also frequently asked why a student should take remedial classes at the Art Institute 
when they could go to the local community college and take them at a fraction of the 
cost. The answer which helped students see benefits to taking their developmental 
classes at AID was that the focus of the content would be on their particular area of 
study, and that it would be relevant to their career goals. They suggested the 
possibility that a student did not learn the basic skills because the student did not see 
the relevance or importance of them when first presented with the concepts. 
This researcher was unable to find any resistance among the faculty, but that 
is not to say it did not exist at an earlier time. Some of the informants mentioned 
faculty reluctance to the new process. By the time interviews were held, faculty had 
already been briefed about the benefits both to the students and to themselves of 
having admissions and assessment criteria. They had also been through the planning 
and implementation phases with their administrators and were aware of the direction 
in which the school was going. 
The Education group...had to understand that this is an 
important project and that we are going to continue to 
try to provide access to our degree programs for 
anybody that comes in the door if they have the ability 
to benefit from the program. And that's what we had to 
analyze; who has the ability and who doesn't.  And 
who can be remediated up to the point where they will 
have the ability to benefit after some initial  course 
work (Matt, 228-238) 13. 
One administrator (David) noted that once students had been tested, and 
placed in developmental classes, when asked if it came as a surprise to them, most of 83 
them indicated that it did not. In fact, Student 3 said, "I've been out of school like six 
years. I know I needed it. Being out there you just lose a lot of the basics. Being 
out there on the road, I've never used algebra a day in my life" (18-24) 4 1. 
Another student responded, "I think it puts you ahead a little bit because, if 
anything, in order for something to be great or whatever, you need to have a strong 
basis. If the bottom of this building wasn't strong, it wouldn't stand up" (Student A, 
69-71) 4 1. 
Remediation 
After gaining admission to the Art Institute, and subsequently placing into 
one or more developmental classes, students must pass the class(es). The next theme 
concerned the classes themselves. Because in Texas, on the whole, so many students 
were deficient in math, AID decided to offer two levels of basic math. When asked 
why she thought more students placed into math than English, one administrator 
responded, "Because we're doing such a piss-poor job in the high school of training 
students in math!...They've upgraded the math skills for a small portion, the honors 
kids, but they're not doing a good job in the basics" (Sylvia, 50-54) 7 3. ASSET 
scores would determine if students placed into one of the levels. If they placed into 
the more basic course, but made good progress during the quarter, it was possible to 
skip the other developmental math class and go directly into college math. Students 
needed to earn a B+ or higher in the first developmental math class in order to take 
the comprehensive examination for the second math course, and they needed to pass 84 
the comprehensive test with a score of 70 percent or higher. Of the students who
 
attempted the test, approximately 30 percent passed it.
 
AID began with one level of pre-college English which included emphasis on 
writing and reading skills. They have considered breaking the reading into a separate 
class, but that is not a high priority yet. If AID has to give the TASP, because of the 
way it is written and how the questions are asked, "...it's clear we'll have to have a 
remedial reading class to prepare students...to read/interpret/thinkcritically about the 
questions. There's not enough time in remedial English and Gen Ed English to cover 
that as well as how to write" (Fred, written reader response upon checking Chapter 
4). 
Developmental Faculty 
Theme number four, the faculty who taught developmental students, was not 
originally planned for investigation. However, the majority of students and 
administrators mentioned the faculty as being crucial to the assumed success of the 
program. Specific qualities were assigned to the teachers whom students and 
administrators felt contributed to student success. Students mentioned that the 
developmental faculty had a caring attitude, showing concern for them, that helped 
to motivate them: "...Nice personality, able to get the subject across, qualified in 
their subject, more concern, more techniques, especially in math.  That's different 
from high school. [They] want to help me. That gave me motivation" (Amy, 35-41) 
2, 6, 1.  In talking about the teachers in the developmental program, another student 85 
added, "They're great. I have to tell you, I totally love my instructors. They're 
wonderful people. They really do care about my education" (Student 3, 198-199) 2, 
6, 2. 
Administrators focused on both preparation in the subject area, as well as 
affective qualities which made the developmental faculty exceptional.  They 
mentioned that in hiring remediation teachers they looked for those with the "right 
attitude." They also spoke of the attachment developmental students formed to their 
teachers: 
I'll tell you something that's really interesting. One of 
the things that we're finding with math... they develop 
a bond with whatever instructor they have that first 
quarter. So if they come into the Essentials of Math, 
which is the first class and they have one instructor and 
they are doing well, making a C or higher in the class, 
they typically become very attached to that instructor 
and they only want him for their next class. To the 
point where if a teacher is not teaching the class  or 
they're not teaching at a time that they  can take it, 
many will refuse to sign up for the course until they 
can get that exact instructor (Emilie, 409-418) 2, 6, 2. 
Administrators additionally responded that the selection of teachers was 
critical to the success of the developmental program. Besides math or English skills, 
there also were subjective qualities they looked for in prospective developmental 
faculty, like a caring personality, being friendly and making it easy for students to 
talk to them. 
Research at AID uncovered that a teacher's motivation in the classroom 
should be to help students learn, and they should not be out to prove anything. 86 
"They should be patient, understanding, not elitist, a team player, open to innovation, 
not stuck in their own methodology, able to hold their own in the classroom. Boring 
is deadly" (Sylvia, 73-75) 2, 6, 1. It was also noted that perhaps the most important 
ingredient was an understanding of how to nurture the whole student. 
The faculty themselves spoke of the importance of fun in a class. For 
example, one teacher related that math is wonderful for games and that competition 
is healthy. "I don't care if these people are a hundred years old, you create a little bit 
of competition, and I do this in my class...you will not believe what you get them 
down there doing" (Mary Ann, 160-167) 2, 6, 1. Another spoke of the importance of 
that first day of class. This math instructor had the students write down their fears of 
math and what their past experiences with math had been. She related that typically, 
across the board, she got back: "I hated math in school; I never learned it; I never 
could learn it" (Emilie, 461-463) 2. 
Paul, another math instructor, saw his biggest challenge as trying to convince 
the students they were not stupid. "It's just a matter of an attitude that they have 
developed due to outside influences and once I can get rid of that little kernel, they 
can begin to learn. But until they get rid of the fear and apprehension, then I have a 
tough, tough time" (Paul, 101-105) 2. 
Peter shared some techniques he began in his own classes and now has 
offered to do for others in their classes: 
I do these little interventions with remedial...What I do 
is I administer a little inventory to them  to discover 
what their learning style is and then I offer them  a 
handout that gives them concrete strategies that they 87 
can start implementing right away...What I do is I  go 
to the instructors and ask them, 'How are things going? 
Do you have any challenges right  now with any 
particular students?' Especially the math instructors.  I 
talk with them and let them know that I am available to 
do an intervention and give them some ideas on how 
they can study. And so everybody has agreed to let me 
come in and I've done that (Peter, 264-274) 2, 6. 
Advising Program 
Six former fulltime faculty or administrators were selected to open AID's first 
Academic Advising Center. At the time of the interviews, the academic advisors 
taught four classes a week and were available in their offices for students the 
remainder of the time. The Advising Center was open from 8:00 a.m. to 8:00 p.m. 
Monday through Thursday, and until 5:00 p.m. Friday. There were usually two 
advisors available at all times. Advisor offices were all located in the same area, and 
there was a secretary for the Advising Center whose duties included scheduling the 
advisors with their students, as well as performing clerical duties. Each advisor was 
responsible for an equal share of the student body.  Advisees were randomly 
assigned so there was the possibility that times out of class would not match with 
their advisor availability. Students were informed that if their assigned advisor's 
schedule did not conveniently match their own that any of the other advisors would 
gladly help them. "It's logistically impossible, if one of my students that's assigned to 88 
me comes up here and, you know, there's a good chance I'm in class when he comes, 
so they, anybody can handle it...Everybody's a team player; they really are" (Bill, 
217-220) 11. 
Besides scheduling students for classes, and making the inevitable changes 
which occurred, advisors were responsible for keeping records on each student, 
doing all the registration and pre-registration work, and monitoring progress to 
ensure students graduate on time. Attendance was an area mentioned by faculty and 
administrators that advisors watched very closely. If they noticed attendance was 
dropping off, they would summon students to the office to talk about it. 
At AID, the registration process occurred in the advisor's office, with 
schedules input by the advisors. A response about the efficacy of advisors from one 
administrator was echoed by many: "On the whole, a welcome relief in the building. 
They can be there to answer questions day and night. They alleviate the perception 
that nobody's available" (Sylvia, 84-86) 11. One of the advisors likened it to a retail 
operation because night students especially then had a place to go if they had a 
concern, up to eight o'clock in the evening. In the past it was not unheard of for a 
week or so to pass, with the concern possibly getting worse, before a student could 
talk to a department director about it simply because directors usually were not 
available in the evening. It was commonly held by the respondants that this caused 
frustration which led to drops. Thus, they believed advisor availability contributed to 
increased quality of service. Students also held the advisors in high esteem. One 89 
student in her second academic year commented that the system was better, "It's 
more structured now" (Amy, 63) 11 2. 
Program Evaluation 
This sixth topic/theme surfaced, showing that the institution was interested in 
determining if the students actually made progress as a result of their developmental 
studies, and if the program was effective. When asked how such determinations 
were made, Emilie responded: 
We give them the pre-TASP at the end of their 
Fundamentals of Math class and at the end of the 
Essentials of Writing, their developmental writing 
class.  Then we give another version of it at the 
completion of their College Math class and at the 
completion of their English course. Written Records 
have been kept concerning the percentages of entering 
students needing remediation.  Interestingly enough, 
the percentages increased from Fall 1996 to Spring 
1997.  [See Table 1.]  The same held true for the 
numbers who failed their developmental classes [See 
Table 2.] (Emilie, 338-342) 2, 7. 
New Students Needing Remediation 
Spring 97 
O Don't Need 
Remediation 
Need Remediation
Fall 96 
0%  20%  40%  60%  80% 
Table 1: Students Needing Remediation 90 
Remediation Failure Rates 
Spring 97 
Passed 
o Failed 
Fall 96 
0.0%  20.0%  40.0%  60.0%  80.0%  100.0% 
Table 2: Students Failing Remedial Classes 
Problems 
Areas which presented challenges for AID as the comprehensive 
developmental program was unfolding, included scheduling, financial aid planning, 
and transfer students. Scheduling was especially problematic within two weeks of 
the start. Fred reported that 30 percent of the students tested within those two weeks, 
causing headaches. "But now we have developed processes. We've had talks with 
Admissions about early ASSET testing. We've instituted a grid tracking system so 
the evaluator plugs in the numbers within one-half hour after the test is scored" 
(Fred, 83-89) 2. 
With the establishment of an admissions process, along with testing and a 
mandatory placement policy, the financial aid planning operation became unwieldy. 
Students would get a financial plan, then take ASSET and discover they needed one 
or more developmental classes, which would necessitate re-planning. 91 
We have a financial aid planning process that is very 
dependant on full-time students, and how long they're 
going to be in school and there is only so much aid 
available to them.  Oftentimes, getting that system 
down so that we wouldn't have to plan them three 
times was tough. And we still have to do some. Some 
of them we plan as if they they would be accepted into 
a full schedule and then they take the ASSET test after 
the fact and then we realize that we have to re-plan 
them because they have to take remedial classes.  So 
it's been a little tricky. But I think the thing that has 
brought us is some real private, one-on-one attention 
with our new students coming in, and a lot of it is in 
the presentation of it, especially in the remedial work 
and the ASSET (Matt, 259-270) 2,4. 
Transfer students also presented tough situations for AID. At times they had 
already taken and passed English and math, but all incoming students during 1995 
and 1996 were required to take the ASSET placement test. (The students were less 
than enthusiastic, especially when their test scores were low.) Peter noted: 
There are a few students who have been in college 
before and they just feel like,  'I've already taken 
English and math. Why do I have to take this again?' 
And you look at their ASSET scores and they're really 
low so you have to make a judgment on that...I tend to 
go with the ASSET, support it. And I'll tell you why: 
Because going to three different high schools, three 
different colleges myself, not all colleges are alike in 
terms of standards (Peter, 412-419) 4, 2. 
Comparison With the Community College 
The state of Texas has conducted numerous studies on student outcomes of 
community and technical colleges, as well as the four-year colleges and universities. 
The studies negatively confirmed that students were exiting with the most basic 92 
skills, and the state set out to do something about it. Publicity about the failings of 
the community college developmental programs was of special interest to AID, and 
because of that in several different conversations, informants compared AID with 
area community colleges. They all appeared to compare the focus of student success, 
with individual attention, at AID with the approach at the community college which 
was module-based, for the most part. 
David related a typical response he might make to a student who was 
thinking about cutting education costs by taking his or her developmental classes at 
the local community college: "Yes, it might take you a little longer to get through. 
Yes, it may cost you more, but in the long ride, ifyou wait out and go to the 
community college, are you going to get the same kind of individualized attention 
that you would get here?" (David, 88-91) 9. He went on to say: 
Are you going to go into a classroom with maybe fifty 
other kids, and it may not mean as much to them that 
you do well and you progress and that you stick it out? 
We have peer tutoring, we have instructors that tutor, 
we have computer labs where they can do it as a self-
pace.  Those are the kinds of things that I think  our 
students  really  need and the  regular  college or 
community college can't really offer them that (David, 
93-98) 9. 
Sylvia, Rudy and Emilie had much to say about remediation as it is 
conducted at community colleges, and the distinct differences in the way it is 
handled at AID. "Community colleges are mostly self-paced. We work one-on-one 
with our kids, if necessary. We want our group to improve and they don't care" 
(Sylvia, 111-112) 9. Rudy believed that AID was quite comparable to community 93 
college and "...actually better. Our remedial students do better" (Rudy, 84-87) 9. 
Emilie would recommend the developmental program at AID over the community 
college because of what students who have been at community college have said: 
The student has their book and they go into the 
classroom with other students with their books and 
they work through modules in their books and then 
they take tests when they complete the module and 
raise your hand if you have a question.  And then 
they'll  come by  to  help  you.  Most of the 
developmental classes are taught that way (Emilie, 
290-295) 9. 
Emilie did relate that there are some community colleges which do not use 
that approach but believed that by far, most of the classes were taught that way. Fred 
concurred that the program at AID was not a "'give it to the student and you do it 
process' as the Boylan TASP report characterized many Texas community college 
developmental programs. We have individualized, small group and classroom-
focused approaches" (Fred, 94-98) 9. The President summed up the collective 
beliefs of the group in the following manner: 
I don't think community colleges have as their main 
mission student success.  They have as their main 
mission educating people. And it doesn't matter what 
the faces look like.  They educate whoever is put in 
front of them. What they [the students] do with that 
education is their business. Well, what our students do 
with their education is our business. And that makes a 
great deal of difference (Matt, 391-396) 9. 94 
Comparison to the Literature 
In order to give students some chance of success in college, many institutions 
established developmental and learning assistance programs in the 1970s and 1980s. 
Cohen and Brawer (1996) saw the problem of the marginal student become central to 
instructional planning.  In the community college literature, Levin and Levin (1991) 
referred to the conditions which increased higher education availability, particularly 
in the 1960s, and resulted in the need being felt to accommodate high-risk students. 
Boylan (1985) explained that during this period such accommodations were almost 
non-existent on college campuses. The Art Institute of Dallas, an open-door 
institution, felt similar needs to accommodate their underprepared students, and they, 
also, had few such accommodations in place. Therefore, their developmental history 
followed the evolution of developmental education in the community college, as 
revealed in the literature. 
The Art Institute of Dallas was seeking mechanisms to raise the persistence 
rate of its students. Persistence in the community college literature suggests that 
relatively few persistence or retention studies have focused on the two-year 
commuter student. A. Seidman (1991) found a 59-percent attrition rate for public 
two-year institutions. Burley's (1993) study of developmental programs and their 
effects on persistence found that the majority of the programs reported positive 
effects, thus indicating that developmental studies programs do improve retention. 
Cabrera, Nora, and Castaneda (1993) determined that many factors contributed to 
persistence, and that intervention strategies should focus on variables that are the 95 
strongest predictors of predispositions to leave. Pascarella and Chapman (1983) 
concluded from their study of a two-year commuter population sample that academic 
integration was of greater importance than social integration. 
AID instituted a comprehensive developmental program which consisted of 
many components including admissions criteria, placement testing, developmental 
writing and math courses, and academic advising. Boylan (1983) found that 
programs which showed the greatest gains in skills and which had greater retention 
were those which espoused a comprehensive approach. Additionally, Boylan, Bliss 
and Bonham (1997) found in a recent study that centralized developmental programs 
are more effective than those which are scattered throughout the institution. Their 
study corroborated the findings of Roueche and Baker (1987) and Roueche and 
Snow (1977). 
Students at AID who placed into developmental courses were required to take 
them. This was in line with the research, and Ross and Roe (1986) plainly stated, 
"Mandatory enrollment of underprepared students lessens the risk of failure in 
regular college courses and relieves faculty from teaching prerequisite skills to 
students who avoid taking developmental courses" (p. 18). 
The placement test used at AID was ASSET, a tool designed by the 
American College Testing (ACT) company of Iowa City, Iowa. It was cited as the 
model for placement in much of the community college literature (Jenkins, 1991; 
Talbot, 1988). At Snead State Community College in Alabama, all incoming 
students are required to take ASSET or to provide ACT scores (Cooper, 1994). At 96 
Kirkwood Community College in Iowa, a study was conducted using ASSET to help 
identify potential dropouts among vocational students. Nielsen and Chambers 
(1989) compared the predictive validity of high school grades and ASSET scores and 
found a correlation. 
Faculty, staff, and students at AID seemed to feel their assumed success was 
directly attributable to the quality of the developmental faculty (Leach, 1991). 
Results of a study by Walsh and Maffei (1994) suggested that the most mentioned 
behaviors of good teachers cited by students in their study were fairness, caring, 
flexibility and trustworthiness. In another study, students were asked to judge the 
overall instruction received during their first year of college. Teacher organization 
and preparation were highly rated. Marcussen (1997) determined that quality 
teachers are able to sense and communicate to students how unique the student is and 
how important the student is to the teacher. Other researchers found that the most 
critical factor in student retention was a caring attitude by faculty and staff (Jones, 
1986; Tinto, 1987; Palmer, 1993). Rich (1997) remarked that teachers needed to 
look at interpersonal relationships, in and out of the classroom, as a way to 
understand their students. 
Another manner in which AID attempted to stem attrition was by instituting a 
faculty advising program. The research supports advising as a function of 
persistence. Miller (1996) found that advising contributes to a student's academic 
growth and increases "...the probability of success by focusing on the affective as 
well as the cognitive" (p. 23). Clifton and Long (1992) concluded that the advising 97 
connection was a strong contributor to persistence. Advising was considered to be 
viable in helping to bridge the gap for underprepared students (Brier, 1984). For 
institutions which look to the bottom line, Glennen et al (1996) also look to advising 
to aid retention, and therefore improve fiscal stability. 
The assessment movement of the late 1980s to date has contributed to the 
drive for accountability and improvement of academic as well as developmental 
programs, providing colleges with the opportunity to positively affect retention and 
student achievement. Cohen and Brawer (1989) predicted that assessment based on 
instructional treatments and effects would become a new specialty. The literature 
also referred to outcomes assessment as a form of quality control for postsecondary 
trade and secondary schools (Faughn, et al, 1990). Peter Ewell (1991) has been 
spreading the message to higher education that colleges and universities need to 
document effectiveness and improvement. Boylan (1997) looked at program 
evaluation as a part of professional responsibility. As educators, we believe in self-
improvement, which is the reason for evaluation, to identify strengths and 
weaknesses in the different program areas (Miller, 1996). 
The research did not reveal references to the problems experienced by AID, 
but it is possible that their areas of difficulty were peculiar to that institution. 
Scheduling and the registration process had to change to accommodate students who 
applied and took the placement test late. This also affected the proprietary financial 
aid planning software, which entailed re-planning if the student needed one or more 
developmental classes. 98 
AID faculty and administrators, and some students, believed that the 
developmental program there was exemplary to those found in most community 
colleges in the state of Texas. In a study by Hunter Boylan and nine other experts 
(McMillan, 1997), results indicated that only a few colleges in Texas provided 
excellent developmental education for their students. Many did a mediocre job of 
improving the basic skills of their students. The study also found that many 
institutions used faculty who had no training in remedial instruction. 
Summary of Chapter 
Although most postsecondary proprietary schools do not offer developmental 
education, one system of schools operating under the auspices of Education 
Management Corporation does. One of those schools, The Art Institute of Dallas, 
was the subject for this study. The purpose of the case study was to describe the 
implementation of a comprehensive developmental education program as seen by the 
participants and to compare their reports to what the literature on developmental 
education in the community colleges conveyed. Information  was obtained from 
representatives of the school in the areas of administration, faculty, staff, and 
students. 
Originally, The Art Institute of Dallas was an open admissions school, and 
the only basic skills help could be found in tutorial situations. The second step 
towards a full-blown developmental program was the addition of the Academic 
Improvement Center. The state of Texas helped things along with their TASP 99 
mandate in 1989. By Spring 1995, a comprehensive developmental program at AID 
was on its way. 
Characteristics of the process included a sense of responsibility to students, 
although pending implementation was met with resistance. Eventually, positive 
results contributed to positive feelings and led to feelings of pride. The themes 
which emerged from informant accounts all basically began with persistence as the 
true catalyst for implementing developmental education. A comprehensive program 
necessitated the addition of admissions criteria, assessment and placement, an 
advising component, developmental curriculum, and the "right" faculty to teach the 
developmental classes. 
Another characteristic which surfaced in most accounts was the comparison 
of how the process at AID was preferred to that as perceived to be generally 
practiced in the community colleges in Texas. The main difference centered around 
caring for the students and their success. The overwhelming feeling of all 
constituents was that The Art Institute of Dallas had done something positive for the 
students that would positively impact persistence. In comparing AID's process to 
what is in the community college literature, there were many similarities; however, 
one can plainly discern that AID studied the literature and selected the best that it had 
to offer. The key administrative and faculty informants believe persistence has 
increased because of the comprehensive developmental education program, and 
students in the program believe their skills have been or will be enhanced. 100 
Chapter 5 
SUMMARY, CONCLUSIONS, RECOMMENDATIONS 
Research Summary 
The primary purpose of this study was to determine if the inclusion of a 
comprehensive developmental education program could enhance persistence at a 
postsecondary proprietary institution. Because of the spotlight placed on persistence, 
postsecondary institutions have been searching for ways to retain their students. 
Concern about persistence and high attrition rates in postsecondary education has 
increased in recent years (Brawer, 1996). If students do not complete their 
educational goals, resources committed by the institutions are losses in the long run, 
for the student as well as the institution. Research has shown that there are many 
factors contributing to persistence, and that intervention strategies should focus on 
variables that are the strongest predictors of predispositions to leave (Cabrera, Nora 
and Castaneda, 1993). 
Many efforts have been made, and some have successfully impacted 
persistence. One such effort which over 90 percent of all types of postsecondary 
schools have initiated is a program devoted to raising the basic skill levels of their 
first-term students. The National Center for Education Statistics (1996) reported that 
63 percent of students enrolled in colleges and universities needed remediation in 101 
math and/or English, and Adelman (1996) reported that 56 percent of postsecondary 
remedial work occured at the community college level. 
Since both community colleges and proprietary institutions -- private, for 
profit, career schools -- appeal to students from lower socioeconomic levels, they 
consequently serve greater numbers of underprepared learners (Lee and Merisotis, 
1990). At the community college level, the problems have been acknowledged and 
steps have been taken to remediate. As a rule, proprietary institutions, on the other 
hand, have typically concentrated solely on teaching specific job-related skills, and 
have not provided for the student underprepared in the basic skills (Burley, 1993).  In 
the fall of 1988, only 25 percent of proprietary schools offered remedial instruction 
(Burley, 1993). 
Increasing numbers of students have entered higher education institutions, 
partly because in the world of work, jobs available to those with a high school 
education have diminished. Then, because of the apparent breakdown of basic 
academic education in secondary schools since the 1960s (Colby and Opp, 1987; 
Cohen and Brawer, 1989; Ignash, 1994), there has been a decline in the literacy rates 
of high school graduates which contributed to the rise in developmental curricula and 
related programs in postsecondary institutions. Employers have made it known that 
they will only hire applicants who not only have the necessary job skills, but who 
also have the basic communication and computation skills. They further demand 
problem solving and collaboration abilities (Holzer, 1995). 102 
Purpose of Study 
The purpose of this qualitative case study was to research and describe the 
developmental program recently implemented at a postsecondary proprietary 
institution, The Art Institute of Dallas, and to compare the findings to the literature 
on community colleges, examining the relationship of the new developmental 
program to the school's persistence efforts. The study began with a pre-investigative 
questionnaire directed at one hundred thirty proprietary institutions, inquiring if 
developmental courses were a part of their curricula. Out of twenty-nine responses, 
eleven indicated they were either engaged in or planning to engage in developmental 
studies to some degree. The responses were used to clarify the research questions 
(Cashman and McCraw, 1993). 
Objectives 
Dereshiwsky and Packard (1992) determined that good research should be 
both technically sound and practically oriented. The selected case study design and 
the minimal availability of developmental education research in the area of 
proprietary education satisfied both of those concerns. The objectives were: to 
examine the forces which led to the planning and incorporation ofa developmental 
education program at The Art Institute of Texas; to examine, through a descriptive 
case study, how the program was initiated and how it was perceived to be working; 
to compare the description of developmental education at this proprietary school to 
descriptions of programs in community colleges, as found in the literature; to 103 
examine the individual perceptions of benefits or drawbacks to the school from its 
commitment to developmental education; and to determine if the key informants saw 
the developmental program as a vehicle to raise persistence. 
Research has consistently shown that most college students, especially those 
at risk, lack the abilities to plan, monitor, and evaluate their own learning (Burley, 
1993). Enrollment in college developmental studies programs has steadily shown 
positive impacts on achievement and attitude, thus contributing to persistence 
(Burley, 1993; England, 1994). For the most part, the terms remediation and 
developmental education are synonymous and used interchangeably (Cohen and 
Brawer, 1996) for basic reading, writing and math courses .  In practice, however, 
developmental education consists of more than just remedial classes (Boylan, 1995). 
It is based on theoretical approaches taken from both cognitive and developmental 
psychology (Boylan, 1995; Chickering, 1969; Erikson, 1968; Kohlberg, 1975; Perry, 
1970). Developmental education is also comprised of other services such as tutoring, 
and advising and counseling. Roueche and Roueche (1994) identified developmental 
education as a vehicle to elevate persistence rates. 
Brief Chronology of Developmental Education 
Throughout the history of higher education, there has been some form of 
remedial or preparatory program for underprepared students, however, it wasn't until 
the mid-60s, and rapidly escalating thereafter, when the open-door policy coupled 
with the post-World War II "baby boom" and the passage of civil rights legislation 104 
that community colleges had to reckon with an imposing force of underprepared 
students (Levin and Levin, 1991). 
Post-secondary institutions in the United States, particularly community 
colleges, have offered remedial or developmental classes to their underprepared 
students for a number of years. Therefore, developmental education has been a 
recognized component of the community college curriculum. That has not been the 
case in proprietary schools, which typically concentrated on teaching specific job-
related skills. 
Positive Impacts on Persistence 
Several intervention strategies have been implemented, and theories of 
college persistence abound, including Tinto's Student Integration Model and Bean's 
Model of Student Departure. Cabrera, Nora and Castaneda (1993) determined that 
intervention strategies should focus on variables that are the strongest predictors of 
predispositions to leave. Mills (1995) found that academic performance, as measured 
by first-term grades, was the single-most important factor in predicting graduation. 
And to achieve those grades, other research has shown that aside from developmental 
education, the most critical factor in student retention is a caring attitude by faculty 
and staff (Tinto, 1987; and Palmer, 1993). 105 
Research Question and Methodology 
The over-arching research question for this study was: Can the inclusion of 
developmental education at a postsecondary proprietary institution increase student 
persistence? Proponents of developmental education offered statistics demonstrating 
that at-risk students gained opportunities for better lives than they would had they 
not had the benefit of skill-building courses (Kulik, Kulik, and Shwalb, 1983; 
Kraska, Nadelman, Maner, and McCormick, 1990; Manno, 1995). 
Case study research, a form of qualitative research, focuses on a single entity, 
and it is an appropriate measure of education when determining evaluation or impact 
assessment (Dereshiwsky and Packard, 1992). It uses words instead of numbers and 
is analytic (Yin, 1989). Some areas of study naturally lend themselves to a 
qualitative design, where the researcher is primarily concerned with description and 
discovery. The intent of this case study was not to evaluate, but to describe (Bogdan 
and Biklen, 1992), and to eventually compare the findings to what the community 
college literature had to say. 
The Art Institute of Dallas (AID) was selected as the focus of this study 
because it had recently embarked on a comprehensive plan of persistence, of which 
developmental education was an important component. Permission to conduct the 
study was received from the president, and other participants gave individual 
permission to interview. All study participants were asked to sign an informed 
consent form approved by the Oregon State University Research Office. 106 
The goal of the study was to gain insight into the perceptions of the 
informants about the developmental education program (Chu,1993). The informants 
consisted of six administrators, four faculty members, one staff person, two focus 
groups of students and one individual student at AID. Initially, the researcher used 
purposeful selection to determine whom to interview; further informants were 
identified as the study evolved (Lincoln and Guba, 1985; Glesne and Peshkin, 1992). 
Most interviews were conducted in private offices at the Art Institute, 
although follow-up interviews were sometimes held via conference call. The 
interviews were both taped and transcribed. Student focus groups and the interview 
with the individual student were conducted in classrooms on-site. Interviews lasted 
for one hour to ninety minutes, although one was finished in just under forty-five 
minutes. Second and third interviews were necessary in some instances as new 
themes became apparent. 
The study was designed as a single-case design based on themes rising from 
description (Strauss and Corbin, 1990). Multiple sources were contacted, a chain of 
evidence was provided, and the draft report has been reviewed by the key informants. 
A case study protocol was employed and a case study database has been established 
(Yin, 1994). A computer program was used to organize the data collected through 
the interviews. 
The research questions for the first interviews were general and focused on 
the individuals' perceptions of the program: How did the program begin? Why did 107 
the insitution commit to it? Is it important to you? Why? What are the objectives? 
How do the outcomes measure up? What could be improved? 
Based on responses given during initial interviews, a protocol was developed 
for use in subsequent interviews. The researcher also looked at student records, at 
AID data on persistence, and at the original plan for the program to determine if 
projected outcomes were being met (Kettner, Moroney and Martin, 1990; Patton, 
1990; Berk and Rossi, 1990; Rossi and Freeman, 1989). 
The process entailed daily analysis of data collected, looking for themes and 
hypotheses, before interviewing further. Notes were taken during the interviews 
(Lincoln and Guba, 1985), but they were also taped and subsequently transcribed. 
The computer program, NUD.IST (Scolari, 1996) was employed to aid the researcher 
in managing and exploring the data collected (Burroughs-Lange and Lange, 1993). 
Records produced by the program enhanced the trustworthiness of the research 
results (Padilla, 1991). 
A matrix was structured to represent summary patterns, themes or trends 
(Miles and Huberman,1984). Chenail's (1992) matrix was employed to clarify 
patterns, and to allow for categorization of both anticipated and unanticipated 
responses (Cole, 1994). 108 
Delimitations and Limitations of the Study 
The study was not designed for generalization to other institutions. Instead, it 
was an in-depth case study, a snapshot of one institution. However, findings may be 
applicable in other settings. 
Conclusions 
Results of this descriptive case study indicated the need for a student better 
prepared in numeracy and literacy skills, which is reflected in the needs of employers 
who expect their employees to all have the ability to read technical documents, to 
write reports, to work in teams, and to solve problems. 
Based on the findings of this case study, it is evident that the addition of a 
comprehensive developmental education program at The Art Institute of Dallas 
positively affected student persistence. I found that just as the research on 
community college developmental studies history, development and progress 
unfolded, so also went this postsecondary proprietary school. Based on interviews 
and examination of records, I found that AID did its homework, not only going to the 
literature, but also visiting institutions and hiring faculty from other more traditional 
institutions which had long histories of providing developmental programs and 
coursework for their underprepared students. 
Additionally, they listened to what the "experts" in the field had to say, thus 
determining to go the comprehensive route. They implemented admissions criteria; 
they required students to take a placement exam for English and math; they provided 109 
remediation for those students who were not ready for college-level work; they 
selected caring developmental faculty; they continually evaluated the effectiveness of 
the program; they maintained the Academic Improvement Center, used as a 
faculty/peer tutoring location, but also provided as an individualized lab; and they 
implemented a full-fledged faculty advising center. All of the above should 
effectively prepare a student for the employer and for a role as a citizen. 
It also appeared that the change from an open-door policy to one with 
admissions criteria and a placement test was a difficult and painful process for all 
concerned. Families were crushed to learn of it, and some had to face up to the fact 
that their son or daughter might not be accepted; others had to make a decision as to 
whether flight from math or English was realistic. Admissions personnel felt it 
signalled the end of their ability to attract the marginal student; administrators feared 
low enrollment, and faculty were concerned for their jobs. This was manifested in 
resistance at first. However, as they moved forward with implementation, all 
constituents were able to ascertain the benefits, both to the students and to the 
institution. When asked about the change, Rudy summed it up very nicely: 
Well, it's changed tremendously.  And it needed to 
change...As the technology has crept into the field and 
things have changed, the sophistication--not that they 
do do wonderful pieces of artwork back then--has 
changed so much that a college degree is needed. They 
need to be a broader based student.  Back then, the 
United States was kind of cloistered into its own little 
identity (Rudy, 65-76) 9. 110 
It was evident that the faculty and staff felt a sense of responsibility to the 
students, and because of legislation in the State of Texas, they knew they would be 
held accountable for student progress. As the results of the first class affected by the 
new program became known, faculty and staff became more optimistic, eventually 
feeling protective and proud of what they were accomplishing for their students. 
Recommendations 
Based on the study of The Art Institute of Dallas, a single-case design, which 
has inherent limitations, this researcher suggests the school implement the following: 
1.  Partner with a technical high school to help students attain basic 
skills. 
Since the majority of students attending the school are recent high school 
graduates, and since those secondary graduates in Texas are underprepared in 
the basic skills (Cohen, 1995; Hankin, 1996; Shattuck, 1997), it would make 
sense to develop curriculum with a select school which would prepare 
students better for higher education. Actual courses could be taught at the 
high school by AID staff, or students could travel to AID for a combination 
of basic skills and art.  It would also be a credible community service 
activity, and could even provide service learning credits for enrolled students 
who tutored the high school students. 111 
2. Add another level of preparatory math.
 
Since math is the weakest area, it might be necessary to add another level of
 
preparatory math which bridges the gap between basic and college-level math
 
(King, 1993; Holzer, 1995).
 
3.  Retire the term "remedial" in favor of "developmental" or 
"underprepared." 
"Remedial" has a negative connotation suggesting that something is wrong 
with the student which needs to be "fixed." In practice, developmental 
education is more than just a euphemism for remedial classes (Boylan, 1995). 
Other services are also included in order for students to maximize their 
experience, such as tutoring, advising and counseling (Rubin, 1991). 
4. Extend this study with quantitative measures. 
To determine the effectiveness of the developmental program, the 
combination of qualitative and quantitative measures produces 
comprehensive outcomes. Qualitative results can be strengthened with the 
addition of numbers which are explained in the case study (Bogdan and 
Biklen, 1992; Tellis, 1997). 
5.  Explore other factors which focus on persistence. 
In addition to the cognitive function (Bauer and Hammonds,  1988), which 
this study concentrated on, attention should also be placed upon other factors 112 
which may impact persistence. These include the affect of learning, such as 
student life; socioeconomic status and cultural differences; as well as 
different curricular models, such as coordinated studies (Rounds and 
Anderson, 1985; Apling, 1993; Astin, 1993; Cabrera, Nora, and Castaneda, 
1993; Cheng and Levin, 1995). 
In conclusion, this study revealed that The Art Institute of Dallas,  a 
proprietary institution, has increased the small, recorded percentage of such schools 
which provide developmental education for their students. This study was an effort 
to contribute to the limited research both in the area of proprietary institutions in 
general, and specifically in the areas of developmental education as a persistence 
tool. It highlighted the informants' perception of the positive results of 
implementing developmental education on persistence at AID. 113 
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Oregon State University
 
Community College Leadership Program
 
INFORMED CONSENT DOCUMENT
 
Title of Research Project 
Developmental Education: An Added Component 
to Student Success at Proprietary Institutions 
Investigator 
Barbara Roberts, Graduate Student, OSU; Dean of Education,
 
The Art Institute of Pittsburgh
 
412/263-6600
 
Purpose of Research Project 
This study will research and describe the developmental education program recently 
undertaken at a proprietary institution in the state of Texas, and compare the findings 
to the literature on community colleges. 
Procedures 
There will be two focus groups, one consisting of students presently in a 
developmental writing or math class, and another group comprised of students who 
have progressed out of the developmental class(es). Additionally, some individual 
interviews of students will be conducted. Key administrators, faculty, and staff will 
also be interviewed. It is possible that some interviews will occur via telephone. 
Printed data will also be examined. 
Benefits 
The results of the research will aid the proprietary institution in its evaluation of the 
program by providing a record of the perceived advantages and possible 
disadvantages of offering a remediation program. 142 
Confidentiality 
Any information obtained will be kept confidential, assuring that participants' 
confidentiality will be protected. Names will not be used in the research report or 
any other published document. 
Please note that participation in this study is voluntary and that a subject may 
discontinue participation at any time without penalty. Likewise, a subject who 
declines to participate will in no way suffer penalty. 
Ethnicity of Subjects 
Which best describes your ethnic identity? (optional) 
Caucasian
 
African American
 
Hispanic American
 
American Indian/Alaskan Native
 
Other (please specify)
 
Understanding and Compliance 
My signature below indicates that I have read and that I understand the procedures 
described above and give my informed and voluntary consent to participate in this 
study. I understand that I will receive a signed copy of this consent form. 
Signature of Subject  Name of Subject 
Date Signed 
Subject's Present Address  Subject's Phone Number 
Signature of Investigator (optional) 
Date Signed 143 
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INTERVIEW PROTOCOL
 
Research Questions # 1: 
1. Who are you? What is your background? 
2. How did you get to the Art Institute? 
3.	  What is it like at AID? 
4. How do students do at AID? 
5. Do you think some students don't make it because they lack basic 
communication and math skills? 
6.	  What percent of students do you think have learning disabilities? 
7. What was the impetus for Developmental Education? 
8.	  What has been the reaction to it? 
9.	  What about ASSET and the ones who already have degrees, but they 
don't do so well? 
10. Should they even be tested? 
11. How does the TASP affect AID? 
12. How do you feel about remediation? 
13. How are people reacting to it? 
14. What do you think needs to be done next? 
15. What kind of students does AID attract? 
16. Are they sensitive? 
17. What do you use to convince students that remediation will be good 
for them? 
18. How do students like the new emphasis? 
19. Where do students have the most problems? Math or English? 145 
20. What could be improved? 
21. What is the relationship between the Admissions Process, ASSET 
testing, and remediation? 
Research Questions # 2: 
1.	  Have you worked with any of the students who are actually in the 
remediation program or taking some of the classes? 
2.	  What are your feelings about how these students are being helped? 
And their attitudes about remediation? 
3.	  Have you found positive feelings by students who have been tutored 
in the Academic Improvement Center? 
4. Do you find any reluctant students? 
5. Do you get feedback from parents? 
6. Do you look for special qualities in developmental faculty? 
7. Do the students usually need remediation in one or both classes? 
Research Questions # 3: 
1. Why did AID move forward with remediation? 
2.	  What were the pitfalls? 
3.	  What do you look for in a remediation teacher? 
4.	  What do you see as the biggest challenge for remediation at AID? 
5. Do you have students who seem to have mental "blocks" to learning 
math and/or writing? 
6. How does the Admissions Department figure into the remediation 
process? 
Student Questions: 
1.	  What were your feelings when you found out you were supposed to 
take a developmental writing class? 146 
2. Do you see value in the program? 
3. Any complaints about the program? 
4. Do you feel there are disadvantages to the program? 
5. How does it blend with your other classes? 
6.	  Is it helpful? 
7. Do you view the program at AID as an opportunity to catch up on 
skillls? 
8.	  In the classes that follow, do you think you will use those skills? 
9. Do you use the Academic Improvement Center? 
10. Why do you think the school is providing all the extra help? 
11. Why is it important for you to have these skills? 
Admissions Questions: 
1.	  What sort of relationship do you have with remediation and 
admissions testing? 
2. What do you tell parents who question why their child should come to 
AID for remediation classes? 
3.	  What have been the reactions? 
4.	  Please describe the process, from the time a student indicates an 
interest in AID. 
5. Would you say that your ADA's positively promote the remediation 
effort? 
6. How do they feel now having to promote benefits of remediation and 
gen ed instead of what they perceived as easier? 
7. What do you think about requiring graduates to test? 147 
INTERVIEW PROTOCOL - FOLLOWUP 
1.  What made AID look at persistence three or four years ago? 
2.  Is there a difference in the climate now as opposed to then? 
3. Do you worry about students who have learning disabilities? Do you provide for 
them? 
4. Why do you think more students place into math? 
5.  Have you been able to discern a gender breakdown? 148 
6.  What is the general reaction of the school to this initiative? 
7.  Looking back, are there any things you would have done differently? 
8.  Have you worked with any of the students who place into remediation? 
9. What has been the reaction of students transferring into AID? 
10. Do you make exceptions for students? 
11. Is your tutoring program a part of remediation? 149 
12. Do you receive parental feedback? 
13. Did your Gen Ed teachers transform themselves into developmental teachers 
when you implemented remediation? 
14. What qualities do you look for in developmental teachers? 
15. In your opinion, what has been the biggest challenge of this remediation effort? 
16. How do you determine if a student is ready to move from remedial to Gen Ed 
classes? 
17. What about "teaching to the test?" 150 
18. Have you done any follow-up? Do you know how well remedial students are 
doing in Gen Ed? 
19. What new problems are associated with implementing the remediation program? 
20. How would you compare AID to the community college sector? 
21. Have you revised any procedures based on your experience with implementing 
the remediation program? 
22. What is the primary function of the Academic Advisors? 
23. How helpful do you think students find them to be? 151 
24. What is TASP? 
25. What problems does it present for AID? 
26. What do you think about Ideal Learning? 
27. What do you think the student atttributes about remediation are? 
28. Has remediation caused the Admissions Department to change its recruiting 
strategies? 
29. What did AID do to get the support of Admissions? 152 
30. How does accreditation figure into all of this? 
31. Does the remedial curriculum adequately prepare students for the Gen Ed 
classes? 
32. Can you tell me how General Education and the developmental programs support 
AID's mission? 
33. Are there any areas I've forgotten to question you on? 153 
APPENDIX C
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January 16, 1996 
Dear Colleague: 
In the past, since little research has been conducted on educational programs in 
proprietary institutions, it was difficult to find answers to questions about those 
programs. This short survey is designed to give me some specific information 
related to my dissertation topic: post-secondary proprietary institutions and 
developmental education. 
Please take a few minutes to respond to the five questions. It will help me 
tremendously in my work, and it will eventually contribute to the growing body of 
knowledge on proprietary curricula. 
Sincerely, 
Barbara Roberts 
Dean of Education 155 
I.  Title of person completing survey 
2. Does your institution offer (or plan to offer in the near future) remedial courses? 0 Yes 0 No 
If no, why not?
 
You are finished! Please mail.
 
3. Which courses do you offer? 
4. What are the benefits? 
5. Do you plan to continue the offerings? o Yes 0 No
 
Thank you very much! I truly appreciate your help.
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Impact of the Tutoring Program on Persistence at A.I.D. 
A.I.D. has examined several areas to determine if its remediation effort is 
affecting persistence among those students participating in our tutoring program. We 
have sought statistical as well as anecdotal verification for this. 
We find a statistically significant correlation between CGPA and persistence: 
.30218 xa- on a population of 66 translates to a significant association at the .01 level. 
We used the FY92 proportionate stratified random sample collected for the 
admissions standards project, eliminating students still in school, as our test 
population. We verified a positive relationship by running scatterplots. Result: The 
higher a student's CGPA, the more likely he or she is to stay in school. 
Next, we examined the relationship between number of hours of tutoring 
received in math (the tutoring program with which we have the most extensive 
experience and the most reliable data) and course grade. We were able to verify 
tutoring as the variable in the population by comparing math scores within a group of 
students whose math diagnostic put them in the same quartile ability-wise. Some of 
those students went to tutoring, some did not. We have records on how many hours 
those who went to tutoring spent there. A correlation coefficient of .6608 resulted 
from that analysis, again a statistically significant indication for the population 
tested. Result: the more hours spent in tutoring, the higher the course grade. 
The next step was to look for an association between hours spent in math 
tutoring and the student's CGPA. Correlation coefficient analysis showed strong 
significance (.5375), and scatterplots verified a positive relationship. Result: the 
more hours in tutoring, the higher the student's CGAP was likely to be. While a 
logical conclusion, statistically significant verification is important because we are 
looking for causal relationships. 
Knowing tutoring increases CGPA, and knowing higher CGPA is linked to 
greater likelihood to remain in school, we conclude tutoring is a significant 
intervention for aiding persistence. This conclusion is supported by comparing our 
tutoring sample to the general population. Of those students who came to tutoring 
three hours or more, only 12.5% dropped. In the general A.I.D. population within 
the same cohort, 17.5% dropped. 
We realize this is a simplified study and there are many factors to examine 
necessitating analysis of variance, Cramer's phi instead of simple xa, etc. There is no 
doubt, however, that tutoring increase students' grades which in turn increases 
students' CGPA which in turn makes it more likely the student will stay in 
school. 
Addition of a CBT-Based Remediation Component 
We believe the addition of a CBT-based component to the current 
remediation program at A.I.D. will increase the program's effectiveness 
dramatically. There are several reasons for this belief. 158 
The addition of such a program will increase the number of students who can 
be effectively served. Our experience indicates that 50-70% of incoming students 
need some kind of remediation in Written Communication and/or Mathematics. The 
facilities and personnel needed to serve such a large number of students is onerous 
without a CBT component because of the nature of tutoring done without computer-
assisted instruction. In such cases, particularly in reading and writing remediation, 
there is a need for one-on-one interaction. Even in math, effectiveness of 
remediation drops precipitously when more than small groups are involved. Our 
experience shows that individualized instruction is what academically high-risk 
students must have. The lack of such attention was, in all probability, a great 
contributing factor to the reasons for these students' poor academic performance in 
the first place. 
The very nature of how a CBT remediation program functions means one-on­
one work, done at the individual student's most effective pace, can be structured and 
monitored by tutoring lab personnel for many more students than remediation 
without the computer component. Simply put, more students can work effectively 
with the same number of supervisory personnel. We believe the advantages of CBT 
training with a software management program means a double to triple increase in 
the number of students who could be served. We base this on remediation center 
personnel observations on how their time is spent working with students in our 
tutoring program before the installation of Ideal Learning compared to our 
admittedly limited experience using the system. It is clear, even given the short time 
we've worked with the program, that our ability to serve more students well has been 
significantly increased. 
Another area in which CBT has a major impact is for ESL students. The 
capabilities of the system allow for "reading while seeing and hearing." This is 
something that can only be done one-on-one without CBT. With the proper CBT 
program, not only can the student read, see, and hear, but he or she also has access to 
on-line grammar help via the linkage of the reading and writing programs. The 
potential of CBT in this area of remediation is exciting. With more of our campuses 
beginning to serve the significant numbers of foreign students, providing adequate 
ESL remediation services becomes a bigger and bigger consideration. 
One capability offered by CBT that simply doesn't exist without it is the 
opportunity for students to receive tutoring any time the tutoring lab is open, whether 
his or her instructor or tutor is in the lab during those hours. The self-paces nature of 
CBT, linked with the fact that once a student knows how to enter the system he or 
she can work any module at any level, means the student can effectively spend time 
improving skills whenever the tutoring lab is open. Numerous retentention studies 
(Tinto, Astin, et. al.) show student involvement outside the classroom is  a key 
attribute of persisters. "Any-hour" tutoring service makes more outside 
classinvolvement possible. 159 
Remediation's Potential Impact on Persistence
 
Jeff King
 
System Persistence and Institutional Research Specialist
 
July 15, 1996
 
Observed Persistence Improvement Among 1st Quarter Students: 5% 
This figure based on two separate research studies done at AI schools (see below). 
Predicted Impact on Overall Completion Rate: 3.1% 
This figure is an extrapolation using current cohort persistence rate data. This figure 
corresponds to ongoing persistence tracking data which show the first quarter to be 
the quarter in which students most frequently drop. 
Supporting Research and Basis for Projection: 
In a study done at the Art Institute of Dallas (AID) prior to the implementation of the 
formal remediation program, a correlation was found between academically at-risk 
students receiving tutoring and their tendency to persist in school. At the time the 
study was done, tutoring was optional, but the Academic Improvement Center kept 
records of student achievement on diagnostic tests given to determine whether 
mathematics remediation was needed, and on how much time the student spent in 
tutoring at the center. Among students whose achievement scores were within the 
same quartile on the diagnostic tests, those who spent at least three hours during the 
quarter (most spent at least seven hours) in tutoring persisted at an 87.5% rate while 
those who did not attend tutoring persisted at an 82.5% rate  a difference of 5%. 
The AID study is quoted here because it illustrates a correlation between persistence 
and remediation when the students being compared are from the same cohort within 
the same school during the same time frame. 
A recent study of the difference in persistence between academically at-risk students 
who received remediation at the Art Institute of Houston (AIH) and academically at-
risk students from a year prior who did not receive remediation (because the 
remediation program was not in place at that time) also indicates a correlation 
between students' participation in remediation and their tendency to remain in 
school. Of first-quarter students with a high school grade point average (HSCPA) of 
less than 2.0, 66.6% persisted to the end of the first quarter in Spring 1995, a time 
when remediation was not in place at AIH. Of first-quarter students with an HSGPA 
of less than 2.0, 91.3% persisted to the end of the first quarter in Spring 1996, the 
third quarter that AIH's remediation program had been in place. Not all students 
with sub 2.0 HSGPAs were in remediation because placement is based on scores 160 
achieved on the ASSET placement test; persistence of first-quarter students in 
remediation was 86.8%. 
Overall first-quarter persistence at AIH in Spring 1995 was 76.2%; overall first-
quarter persistence at AIH in Spring 1996 was 81.5%. Persistence for this study was 
defined as the student completing the quarter. 
Reasons for Selection of Studies: 
Currently, four Art Institutes have had their remediation programs in place for at 
least a quarter, and one began its program Summer 1996. Art Institutes in Atlanta, 
Dallas, and Houston have had the current remediation program (meaning, a program 
with placement testing, remedial classes, and Ideal Learning as a computer-based­
training component) since Fall 1995. The Colorado Institute of Art began its formal 
program in Spring 1996, and the Art Institute of Fort Lauderdale launched its 
program Summer 1996. Art Institutes in Phoenix, Pittsburgh, and Philadelphia plan 
to implement programs in Fall 1996. Remediation programs at the two Chicago 
campuses are in the planning stage. 
The AID study was chosen because the current remediation program's impact needed 
to be measured in order to make the best estimate of projected impact on completion 
rates since the current program is the one with which the Art Institutes will continue. 
Spring 1996 was chosen because examining remediation's impact at a school where 
the program has been in place for at least a while eliminates some potential 
inaccurate results due to a possible level of ineffectiveness borne of start-up 
considerations (logistics, resource allocation, new instructors, new curriculum, etc.). 
AIH was chosen because, of the three institutes who have had remediation since Fall 
1995, only AIH did not have any formalized remediation prior to Fa111995 (AIA had 
a transitional studies program in place, and AID was a beta test site for All's 
computer-based-training component). 
Basis for Prediction of Remediation's Impact on Completion Rates: 
All's CARS system allows for cohort tracking; that is, tracking of students based 
upon start date groupings. Data from the system show the following cohort 
persistence rates: 
Fa1194:  51%  Winter95:  53%  Spring95:  57% 
Summer95:  67%  Fa1195:  77%  Winter96:  83% 161 
If the persistence rate of the FA95 group of students had been 5% higher during their 
first quarter, then, based upon the progression shown above across six quarters, 3.1% 
more students would have persisted through their sixth quarter of study: 
Fa1194:  54.1%  Winter95:  56.2%  Spring95:  60.4% 
Summer95:  71.0%  Fa1195:  81.6%  Winter96:  88.0% 
No Art Institutes had the current structured remediation programs in place during 
Fa1194. It can, therefore, serve as a cohort group against which to compare the 
potential impact of remediation, and it can also serve as a group that will include a 
substantial number of graduates because six quarters is the program length for many 
courses of study taken at a full-time load. 